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ABSTRACT

PARENT EDUCATION AND INVOLVEMENT PROGRAM AS A SUPPORT FOR
HISPANIC IMMIGRANT PRESCHOOL PARENTS

Luilia E. Palermo, Ed.D.
Department of Leadership, Educational Psychology, and Foundations
Northern Illinois University, 2016
Cynthia Campbell, Director
The purpose of this study was to investigate Hispanic immigrant preschool parents’
educational beliefs and practices while participating in a parent education and involvement
program (PEIP) in a United States school. Parent involvement practices have been a hallmark of
Head Start programs since the early 1970s. More recently, PEIP has spread to other early
childhood programs such as Preschool for All in the State of Illinois as a program requirement.
However, not much knowledge exists regarding Hispanic immigrant preschool parents’
educational beliefs and practices while participating in a parent education and involvement
program. The study findings indicate that Hispanic immigrant preschool parents’ home
educational practices may differ from what U.S. schools may expect, but the families welcome
the educational supports provided to them during the school involvement programs.
The study was qualitative in nature, as the majority of the data was collected in a natural
setting through observations. The parents and children were observed during PEIP activities and
during home activities; teachers were also observed during PEIP. In addition, interviews were
completed with parents and teachers.

Results show that the Hispanic immigrant preschool parents enjoyed participating in the
PEIP program, and showed high levels of engagement during parent-child school activities.
Parents stated that before the program they did not read to their children, but that throughout the
program they learned why it is important to read to children at an early age. Additionally, I
learned that the preschool teachers participating in this PEIP program valued parent involvement
and had positive perceptions about the parents’ home-school connections.
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CHAPTER 1
INTRODUCTION TO THE STUDY

Approach and Rationale for the Study

As a current bilingual school psychologist I work regularly with Hispanic immigrant
families. I have become aware that many of these families bring with them a different set of
educational beliefs and practices and that these have been underestimated and criticized by some
of the educators I have worked with. Some of the educators I have worked with may believe that
parents may not care or have other priorities than the educational progress of their children.
However, research has found that Hispanic immigrant parents have high aspiration and
expectations for their children’s academic progress and they want to get involve in their
children’s education (Immerwahr, 2000; Quiocho & Daoud, 2006). Yet, they may not know how
to do this for the following reasons. First, these parents come from a different country and
perhaps many of them are not aware of United States schooling practices and expectations which
makes it harder for parents to help their children with school activities in the home. Second,
many of these parents lack English language proficiency which affects their ability to speak to
school staff and help with school work at home. Third, many of these parents have low levels of
education and may not have the academic experience to help their children. Fourth, some of the
parents may have different stressors in their lives such as (e.g., immigration status and lowpaying jobs) that may be very demanding on their family lives.
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Due to these factors, I was interested to learn in what ways Hispanic immigrant preschool
parents describe their educational beliefs and practices while participating in a parent education
and involvement program (PEIP). In this program parents have to participate with their preschool
child in family time five days a week for 20 minutes in a school activity. Parents are also invited
to participate a few times a month to a library day activity, and to attend class fieldtrips. The
research site was selected because I have been working with the preschool program in that
school for several years and I am familiar with their PEIP. I also like the idea that a good amount
of the school staff, including the principal, and the preschool classroom aids speak Spanish and
are Hispanic or have Hispanic origins. I believe that the Hispanic immigrant families that lack
English proficiency could feel welcome and comfortable if they are able to speak to school staff
in Spanish. Additionally, the school always makes sure to support the bilingual families by
having all documents sent home in both languages English and Spanish. As well, I believe that
Hispanic immigrant families that participate in the PEIP program enjoy attending the activities.
Additionally, during informal conversations with teachers I have learned that many
parents begin using at-home educational involvement practices after attending the program.
Teachers have expressed that they can tell which parents are using the new learned skills as they
witness growth in the child’s academic development. Of course, these growths can be an effect
of preschool attendance, which has been documented to support preschool children’s early
readiness skills. However, a preschooler is only in school for about two and a half hours a day.
This means that most of the day they are with parents, other family members, or in other types of
day care centers and they are the ones teaching children different skills.
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Overview

In this study, I was interested in better understanding the educational beliefs and practices
of Hispanic immigrant preschool parents’ engagement in a parent education and involvement
program (PEIP) in school. The goal of PEIP in preschool programs is “That parents will be
involved in their children’s education process and will gain knowledge and skills in parenting”
(Illinois State Board of Education, 2009). Parent involvement entails that parents provide
educational support at-home (at-home involvement) and participate in school activities (at-school
involvement) in order to enhance their child’s learning. Additionally, Preschool for All
Programs are required to provide activities for parents in five areas (communication, parent
education, student learning, involvement, decision-making, and advocacy); however, programs
are not mandated to conduct specific activities and have flexibility to choose how to provide
parent education and involvement activities in the five areas required (Illinois State Board of
Education, 2009). The goal of the PEIP program in this study was to educate parents on helpful
ways to be involved in their child’s education at-home and at-school.
It is projected that the Hispanic population living in the United States will double in size
from 16 % in 2010 to 30.3 % by 2050 (Ortman & Guarneri, 2009). As the Hispanic population
increases in the United States, so does the number of Hispanic students in U.S. schools. The
Hispanic enrollment in public schools doubled between the years of 1989 and 2009, increasing
from 11% to 22% (Aud et al., 2011). Additionally, the percentage of Hispanic children enrolled
in preprimary programs (i.e., kindergarten, preschool, and nursery programs) during 2010 was
24% for part-time programs and 32% for full-time programs (Aud et al., 2012).
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The Hispanic population is the fastest growing minority group in the United States. This
means that schools will have to teach a larger number of students who may have low Englishlanguage proficiency and come from a different cultural group. Seventy-three percent of the
students who spoke English with difficulty in U.S. schools in 2009 were Hispanic (Aud et al.,
2011). This may indicate that many Hispanic students in our schools have parents who speak
Spanish as their primary language and who are first-generation immigrants to the United States.
Hispanic immigrant parents may need support in navigating the United States educational
systems and understanding the schools’ expectations, as they come from a different culture.
Suárez-Orozco and Suárez-Orozco (2001) found that:
In many cultural settings, there is a somewhat rigid social boundary separating the realm
of school from the realm of home. In the United States, there is more fluidity and parents
are expected to be active partners in their children’s schooling. (p. 149)
Additionally, it has been found that many Hispanic immigrant parents have educational
beliefs and practices that differ from the United States majority population. Valdés (1996) found
that the Mexican children in her study learned by observing siblings or adults in the home as well
as by performing the task at hand with family support and guidance. In her research, Rogoff
(1990) presented the notion of “Guided Participation” and explained how this can vary from one
culture to the next, from structuring the learning of their child step by step to allowing them to
learn throughout keen observation and participation. Furthermore, it has been found that
Mexican families consider education as the moral upbringing of their children and that it is
primarily the responsibility of the mother to teach the children morality (e.g., good from bad and
how to behave in the presence of others) (Valdés, 1996). Reese, Balzano, Gallimore, and
Goldenberg (1995) found that Mexican and Central American parents viewed morals to be the
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foundation of academic learning, and children without good morals were thought to be less likely
to do well in school. Parents were asked to rank 12 items in order of the most important lessons
they should teach their preschool children. The item ranked first was “teaching respect for
parents”; notably, “reading to the child” was ranked 10th.
Differences in cultural beliefs and practices among cultural groups should be viewed as a
“positive affirmation of diversity,” yet this is not always the case, and many believe that the
culture of poor and minority students is the cause of school failure (González, Moll, & Amani,
2005, p. 34). Furthermore, Valdés (1996) states that programs that have tried to change the
educational outcomes of at-risk, poor, and disadvantaged children have focused on a “deficitdifference paradigm” such as parent involvement, Head Start, and bilingual programs. She
further argues that the immigrant Mexican families that participated in her study know how to
parent, but because they do so in a different way than the standard American family practice,
there is a belief that they need to be taught how to parent.
As a way to change the view of a deficit model and a new way of parent involvement,
Vélez-Ibañez and Greenberg (1992) stated that it is important for schools to take into account the
cultural resources that exist within the households of families, as they are funds of knowledge:
“We argue that these funds not only provide the basis for understanding the cultural systems
from which U.S.-Mexican children emerge, but that they also are important and useful assets in
the classroom.” (p. 313)
The parent program under study is meant for all parents of preschool children attending
the program and the focus is on parent education and involvement practices as it relates to school
demands. Although some reservations exist with regard to parent education and involvement
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programs with Hispanic immigrant families—specifically because many practices have been
derived from a deficit model—research has found that at-home educational involvement
practices for Hispanic preschool children support later success in school (Farver, Xu, Eppe, &
Lonigan, 2006; Goldenberg, Reese, & Gallimore, 1992; López, Gallimore, Garnier, & Reese,
2007; Reese, Garnier, Gallimore, & Goldenberg, 2000). Furthermore, it was found that when
teachers reach out to Hispanic parents and provide them with literacy materials and directions,
they follow the teacher’s suggestions in order to support their child’s academic success (Reese &
Gallimore, 2000). Nonetheless, there are many other areas that schools need to improve in order
to support Hispanic students’ academic progress and success, as a PEIP is not the mere solution
to the difficulties confronted by these students throughout their educational career.
I chose to study this particular parent education and involvement program because it was
different than other preschool programs that I have worked with. In this PEIP parents were an
essential part of the program, as they had daily participation in school activities with their child.
This allowed the Hispanic immigrant parents to learn about the United States education
expectations and educational system, which helped parents eventually feel more at ease leaving
their young child in school. Additionally, teachers had close contact with the families on an
everyday basis in addition to making home visits that helped them learn more about the families.
Moreover, the classroom teachers were sensitive to cultural and language differences, as they
had been working with a diverse population for over 20 years and they also hold English
Language Learner certificates. In addition, each classroom had a bilingual Spanish-speaking
classroom aide to support teacher and Hispanic parents’ communication. Although the aim of
this program was to support parents’ at-home and at-school involvement, which may be foreign
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for Hispanic immigrants in terms of educational practices, I believe that the ongoing
communication between teachers and parents can create an atmosphere of trust for parents and
ongoing learning experiences for the classroom teachers with regard to cultural differences and
expectations.
Problem Statement
The problem addressed in this study was the limited knowledge that many United States
educators working in early childhood programs have regarding how parents’ participation in the
parent education and involvement program supports Hispanic immigrant preschool parents’
educational beliefs and practices, as well as the parents’ perceptions regarding these programs
and teachers’ perceptions regarding parents’ participation in these programs.
Research Questions
1. What are Hispanic immigrant preschool parents’ educational beliefs and
practices while participating in the parent education and involvement program in a
United States school?
2. How do Hispanic immigrant preschool parents describe their educational
experiences in their country of origin?
3. In what way do Hispanic immigrant preschool parents participate in the parent
education and involvement program?
4. What are Hispanic immigrant preschool parents’ perceptions about the parent
education and involvement program?
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5. What are the classroom teachers’ perceptions of the Hispanic immigrant
parents’ at-home and at-school practices during the parents’ participation in the parent
education and involvement program?
Purpose of the Study
The primary purpose of this qualitative study was to better understand how
Hispanic immigrant preschool parents described their educational beliefs and practices
during their participation in a parent education and involvement program in a United
States preschool. Also, the study sought to increase my knowledge regarding the
Hispanic immigrant preschool parents’ educational experiences in the country where they
grew up. Furthermore, I was interested in understanding Hispanic immigrant preschool
parents’ perceptions regarding the parent education and involvement program in which
they participated. Finally, I sought to learn about preschool teachers’ perceptions about
parents’ at-home and at-school practices during the parents’ participation in the parent
education and involvement program in school.
Significance of the Study
Limited research exists regarding Hispanic immigrant preschool parents’ participation in
parent education and parent involvement programs in United States schools. Currently,
programs like Head Start and Preschool for All have to provide parent education and
involvement as part of their program. The program guidelines are not strict, which gives schools
the opportunity to be creative with their PEIP. The PEIP program under study is very unique, as

9

it requires parents to participate every day in family-time activities with their child for the first
20 minutes of school, while most other programs within the surroundings school districts offer
their PEIP after school on a voluntary basis. Learning about the Hispanic immigrant preschool
parents’ educational beliefs and practices while participating in this unique PEIP can help inform
program designs. Additionally, this study aimed to fill the gap that exists regarding Hispanic
immigrant preschool parents’ perceptions about their participation in a PEIP, which can provide
useful information for future program development. Furthermore, with the continuous growth of
the Hispanic population in the United States, school teachers need to be prepared at the college
level to support and work with culturally diverse students and families. This study can provide
further information about Hispanic immigrant educational practices that can help inform higher
education theory and practice.
Definition of Terms
In this section I define terms that are unique to this investigation or which may have been
used differently in other studies.
Hispanic. Choosing the term Hispanic or Latino(a) could be a complicated task. The
term Latino(a) is used to refer to any person in Europe or America who speaks a language that
derives from Latin (Real Academia Española, 2016). Hispanic refers to ancestry or to those who
speak Spanish (Real Academia Española, 2016). The terms Latino(a) and Hispanic could be
controversial and could have many other different meanings; for example, Latino refers to every
person born in Latin America, including Brazilians. I used a very well-known and trusted
Spanish dictionary to define both terms, and chose to use the term Hispanic to refer to the
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population under study. The families in the study speak Spanish as their native language but are
from Central America.
Parents. Refers to the parent(s) or guardian(s) who accompanied the preschool student to
school activities and who participated in the program and research study.
At-home educational involvement practices. Refers to the parent educational
involvement practices in the home that support the child’s early readiness skills in school.
At-school educational involvement practices. Refers to parents’ involvement in school
activities (e.g., family time, library day) that support the child’s early readiness skills.
Hispanic immigrant preschool parent. Refers to first-generation parents who moved to
the United States and whose child or children attended preschool in the United States for the first
time. Parents are of Hispanic ethnicity and speak Spanish as their language of origin and as their
primary language.
Parent education and involvement program (PEIP). Refers to the program offered by the
school and teachers to the preschool parents. The program will be described in detail in Chapter
3.
School readiness skills. Refers to the skills children are expected to have acquired prior to
entering kindergarten in the United States: 1.Social Skills (e.g., respect to others and their
property, and sharing their belongings). 2. Early literacy (e.g., parents reads out loud to the child,
books available in the home, and child looking at a book or pretending to read). 3. Early
numeracy (e.g., rote counting, counting one to one correspondence, colors, and shapes). 4. Early
writing/Fine Motor (e.g., using writing tools, scribble, drawing or copying shapes, and writing
their name). 5. Gross motor (e.g., running, jumping, kicking a ball, catching a ball).

CHAPTER 2
LITERATURE REVIEW

Introduction

In this chapter, I present the theoretical framework of this study based on the notion of
“guided participation.” In addition, the literature review reflects the background of the Hispanic
immigrant families, their cultural educational beliefs and practices, and how these practices
differ from the United States majority population. The literature review also reflects some of the
cultural shift in educational beliefs and practices among Hispanic immigrant families, Hispanic
parents’ aspirations and expectations for their children’s academic success, preschool benefits,
and Hispanic parents’ child care selections for their preschool-age child. Furthermore, the
literature review touches upon the deficit model debate, parents’ involvement when a deficit
model is used, and parents’ involvement when culture is taken into account.
Theoretical Framework
As I reviewed the existing literature about Hispanic families’ educational practices, it
seemed to me that the conceptual framework that best fit this study is the notion of “guided
participation” presented by Rogoff (1990). Rogoff (1990) defined “guided participation” “as a
process in which caregivers’ and children’s roles are entwined, with tacit as well as explicit
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learning opportunities in the routine arrangements and interactions between caregivers and
children” (p. 65).
Guided participation has two fundamental processes (Rogoff, 1990, 2003). The first
process is called Mutual Bridging of Meanings, and can be developed in the following ways:
First, the mutual understanding that is gained between people communicating verbally or
nonverbally that cannot be attributed to one person or the other but to all the participants that are
part of the conversation is named Intersubjectivity. Second, caregivers use a combination of
emotional and nonverbal communication to help children form “bridges” of new situations.
Feinman (1982) stated that Social Referencing occurs when a person tries to interpret a situation
that is happening through observing others’ reactions in order to form their own interpretations
of a situation. Third, the use of specific words and the emotional tones in a cultural system
provide children with the meaning and distinctions important in their culture to form “Bridges”
and learn new information. An example of bridging was observed throughout the study when
children and parents were observed during family time. It was noted that nonverbal language was
used between the children and parents to communicate mutual understanding of the step of an
activity such as bingo.
The second process is called Mutual Structuring of Participation. There are four ways in
which the child’s participation of learning can be structured (Rogoff, 2003). First, structuring
children’s opportunities to observe and participate depends on the parents’ decisions of what
they want their child to have exposure to, as well as what the child selects from given choices.
For example, in this study, parents have chosen to allow their children to be part of the preschool
program, therefore, allowing them to become exposed to school at a young age. Second,
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structuring during direct interaction requires parents’ direct support to help structure the learning
process step by step. For example, in this study, parents learned from the teachers how to
structure reading time with their child, and the parents chose to expose their children to reading
in the specific way they were taught. Third, recounting, elaborating, and listening to narratives
involves cultural practices that have been structured by older generations. For example, in this
study, parents reported that they teach their children to be respectful as a very important skill to
have before starting school and some parents shared their “consejos/advice” that they give the
child in order to develop respect. Fourth, practicing and playing the routines and roles of the
families’ daily life involves children imitating their community and home practices when
playing. For example, when children are exposed to their mother cooking they may bring those
skills onto the playground.
These four different structures are used by families from diverse cultural groups
to guide the learning of their children in different ways (Rogoff, 1990). In addition, Rogoff
(2003), presented three distinctive forms of Guided Participation. The first one is named
Academic Lessons in the Family because some families teach children school lessons before
starting school. Parents in middle-class European American families teach their children how to
communicate in a school-like manner prior to entering school. Middle-class European American
families use inducements to get young children to participate in lessons: (i.e., they find ways to
motivate their children, such as praise, gold stars, avoidance of punishment or bad grades). In
addition, adults in middle-class communities tend to engage in play with their children as peers.
In contrast, other communities such as the Mayans do not use praise to encourage their children
to attempt to play with novel items and they do not engage as peers in their children’s play.
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The second form of guided participation is named Talk or Taciturnity, Gesture, and Gaze
because some communities (e.g., Japan, American Indian, and Inuit) have high respect for
silence and view too much talking as inappropriate. However, the Americans engage more in
conversation as a cultural practice. Some communities relay messages in stories or narratives.
Many communities like the Mayans use nonverbal expressions (i.e., gaze, gestures, and posture)
as a way to communicate to their children, while others such as the middle-class Americans use
more verbal communication to engage their children.
The third and last form of guided participation is Intent Participation in Community
Activities and occurs when people learn through observation and listening in anticipation of
participation (Rogoff, 2003; Rogoff, Paradise, Mejía-Arauz, Correa-Chávez, & Angelillo, 2003).
Rogoff (2003) states that several elements are key in communities that practice Intent
Participation: Encouragement of keen observation–Keen observation is highly encouraged and/or
taught by families and it helps develop good attention skills. Children from Mayan families in
Mexico appear to be the mother’s extra set of eyes in the outside events of the community, as
their mothers stayed inside the home. Responsive assistance–Families that practice learning by
observation tend to be readily and quickly available to support the child in any learning process.
In Mayan communities mothers are very responsive to children’s efforts when handling new
objects. Initiative in observing and pitching in–In communities where learning by observation is
the way of learning, children are encouraged to be keen observers and help when possible.
Valdés (1996) reported that she observed that in the Mexican families in her study, children
helped with household chores at a young age and that they learned by observing. Observing with
time-sharing of attention–The idea to observe several events and learn from them would require
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that the child is able to share their attention. Especially when parents don’t directly teach
children what to do, they must be highly alert to the events to learn the needed skills. Unlike the
middle-class American child who would focus on one activity or alternate their attention
between activities, Mayan children’s attention was similar to their mothers in that they are able
to observe and attend to several events at once.
According to research, it seems that middle-class American families practice direct
teaching of skills with their children and Mexican families practice more learning through
observation as they anticipate participation in the specific task being observed. To further
explore these differences, Mejía-Arauz, Rogoff, and Paradise (2005) conducted a study to
determine if Mexican heritage and European heritage children living in the United States were
able to learn while observing others performing a task. Findings suggest that the Mexican
heritage group is more accustomed to learning through direct observation than the European
heritage group. In addition, the study revealed that both groups attended to an activity for more
than 95% of the time; however, the European heritage group made more requests for help than
did the Mexican heritage group. In addition, the European heritage group relied more on verbal
requests, while the Mexican heritage group relied more on nonverbal requests.
It appears that perhaps the Mexican heritage children are used to observing and using
nonverbal communication for adult support as a method to learn a task, while the European
heritage children need verbal input to learn a task, as is common in United States schools.
However, if cultural differences are treated as traits of a cultural group, it is then difficult to
understand individual learning and cultural practices, which in turn makes it harder to support
students’ learning in schools (Gutiérrez & Rogoff, 2003). Gutiérrez and Rogoff (2003) further
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explained that using a style approach to look at cultural differences may cause overgeneralization
of traits and the school communities may view individuals as having a learning style that is
specific to their cultural group, as well as static, without taking into account the persons’
individual experiences and cultural practices. Furthermore, Gutiérrez and Rogoff (2003) argued
that it is important to understand that learning styles are linked to a person’s cultural context in
which a task was learned and that learning is a dynamic process. Gutiérrez and Rogoff (2003)
proposed a shift in viewing regularities in a cultural group as traits of individuals to a focus of
peoples’ engagement in cultural communities. This means that we must know the cultural
context where skills are learned and the history of why something happens in a specific manner,
as well as the individual experiences rather than just pairing a specific style to a cultural group.
Futhermore, Gutiérrez and Rogoff (2003) further explained the idea of Repertoire of Practice:
By “linguistic and cultural-historical repertoires,” we mean the ways of engaging in
activities stemming from observing and otherwise participating in cultural practices.
Individuals’ background experiences, together with their interests, may prepare them for
knowing how to engage in particular forms of language and literacy activities, play their
part in testing formats, resolve interpersonal problems according to specific communityorganized approaches, and so forth. (p. 22)
It appears that that learning about cultural styles may not be enough to move away from
the deficit model that blames culture for students’ school failure; hence the need to further
understand repertoires of practice to support learning styles and cultural practices in schools. For
example, Valdés (1996) learned that the Mexican immigrant parents in her study did not provide
direct instruction to their children on how to do a given task. Instead, parents taught children
lessons by having them participate in an activity and allowed a margin for error, meaning that if
the child did not do the task well the parent or older sibling would point it out the next time they
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had to do the task. Additionally, the children were allowed to ask an adult or sibling if they had
questions regarding the task at hand. Valdés found that the role of the older children in the
Mexican immigrant families in the study was to take care of and help younger siblings learn.
These examples show more than a mere learning style of observing and using nonverbal
communication to teach and learn, but denote the family teaching and learning styles and cultural
practice regarding learning tasks in the home and how siblings are involved. Similar findings
have revealed that U.S. Mexican siblings with parents who had directly experienced indigenous
practices in their country of origin collaborated with each other while completing an activity
(Silva, Correa-Chávez, & Rogoff, 2010).
Additionally, Valdés (1996) found in her study that when Mexican children started and
completed assigned tasks without waiting for directions, teachers would reprimand them for not
waiting. However, per children’s experiences in learning to complete tasks at home, they
showed parents that they understood how to do a task by doing it and not needing directions.
This means that because the children learned by observation and by doing a new task, when
experiencing learning in a United States classroom they did not know they had to wait for
directions to complete the task at hand, and for that they were punished by the teachers.
Furthermore, research has found that U.S. Mexican students with parents who had direct
experience with indigenous practices in their country of origin were more able than United States
Mexican students with mothers more experienced in western schooling to learn how to complete
a task when directions were given to another person (López, Rogoff, Correa- Chávez, &
Gutierrez, 2010; see also Silva et al., 2010).
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It seems that the Mexican children use the same learning skills at school and at home, but
that their United States teachers may not understand the difference in the way these children
learn when compared to how they teach. The way of learning in United States classrooms was
described in the early 1960s by Callahan as the Factory Model (as cited in Rogoff et al., 2003, p.
181). The Factory Model states that learning occurs by first having the teacher provide the
information; students observe and listen to the teacher. In this learning model the teacher plays
the role of managing the child’s behavior and communication, whereas in intent participation,
children learn by keen observation, and experienced people are seen as guides (Callahan, 1962,
as cited in Rogoff et al., 2003, p. 181).
Findings suggest that Mexican families with indigenous backgrounds continue to rely on
their native cultural beliefs and practices, such as Intent Participation, even when they no longer
live in their country of origin. Based on “guided participation,” it is evident that throughout the
world teaching and learning is practiced in three main ways (Academic Lessons in the Family,
Talk vs. Taciturnity/Gaze/Gestures, and Intent Participation) (Rogoff, 2003). Academic Lessons
and use of verbal language appear to be the model of learning used by middle-class American
families, while Intent Participation is the way of learning of many other cultural groups such as
Mexican families. This highly impacts the Hispanic students living in the United States who are
first-generation United States citizens, as their parents may have been exposed to Intent
Participation as a learning method as learners in their country of origin. Moreover, now the
Hispanic parents are confronted with the challenge of teaching their children in a community that
uses school lessons at an early age, and a school system that teachers like a factory model. Given
these types of learning and teaching differences, it is of great importance that educators take into
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account the cultural background differences between learners if quality instruction is to be
provided for Hispanic children in United States schools. Thus, it is important to have a good
understanding of the educational beliefs and practices of Hispanic immigrant families to better
support these students in United States schools.
Hispanic Immigrant Families’ Background
Many Hispanic immigrant families come to the United States to improve their financial
well-being (Suárez-Orozco & Suárez-Orozco, 2001; see also Valdés, 1996). Conversely,
Hispanics are the second largest group in the United States to be classified as economically poor
(DeNavas-Walt, Proctor, & Smith, 2008). Durand (2011) found that Hispanic families with
lower socio- economic status (SES) were more likely to have one or both parents of foreign
birth, as well as Spanish as the primary language spoken in the home. Hispanic immigrant
parents living in poverty and lacking English language proficiency likely have additional levels
of stress when trying to survive in a new culture (Valdés, 1996).
I have observed that many of the Hispanic immigrant parents I work with have lowpaying jobs, live in poverty, and lack English language proficiency. All of these factors affect the
parents’ ability to participate in at-home and at-school educational practices with their children.
Yet, when parents are able to connect to school staff members that speak Spanish, they
demonstrate high interest in attending school activities by asking staff if schedules can be
adjusted to accommodate their needs and help them attend school activities. Furthermore, Kelty
(1997) found that Hispanic parents in her sample may participate more in school activities if the
school had additional personnel, child care, variety of times for school activities, transportation
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for families to the school activity, and if parents receive a phone call from the school to make a
personal invitation to the school activity. This indicates that Hispanic immigrant parents are
interested in getting involved in school activities. Yet, parents need to work to support their
families and this is a priority for them. Furthermore, their poverty level and lack of English
language proficiency could hinder Hispanic immigrant parents’ at-home educational
involvement. Nievar, Jacobson, Chen, Johnson, and Dier (2011) found a negative correlation
between the parents’ stress level and a measure of home environment that can predict a child’s
later success in school. Faver, Xi, Eppe, and Lonigan (2006) found a negative correlation
between mothers’ parenting stress level and their child’s social functioning and receptive
vocabulary skills. Findings also revealed a negative correlation between mothers’ parenting
stress level and both parents’ education level, their reading habits, and their literacy involvement.
Adding to Hispanic immigrant parents’ stress level may be the fact that they have low
levels of schooling. Reese and Gallimore (2000) found that the level of education for Spanishspeaking immigrant parents living in the United States in their study varied depending on where
they grew up in their land of origin (rural vs. town). In particular, rural parents tend to be less
educated (i.e., four to six years of schooling) than parents from towns (i.e., four to 14 years of
schooling). Similarly, Valdés (1996) found that the majority of the families (68%) in her study
had less than a seventh-grade education. Additionally, maternal level of education has been
found to be linked to children’s literacy skills (Durand, 2011; see also Zill, Collins, West, &
Hausken, 1995). It seems that school staff needs to work closely with these struggling families
in order to help them provide at-home and at-school educational involvement practices. Parents’
low levels of SES, poor education, and lack of English language proficiency are not the only
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sources of stress for the newcomer parents. Educators must also realize that adding to the
parents’ stress levels of moving to a new country is learning how the new culture operates,
including educational beliefs and practices which differ from their own.
Hispanic Cultural Educational Beliefs and Practices
A good way to begin to understand Hispanic immigrant family values toward education
is to better understand what meanings the cultural group often gives to the word “educación.”
Reese et al. (1995) noted that “educación” [education] for the Mexican and Central American
parents did not distinguish between learning academics and learning morals because they view
both as main lessons toward becoming a good person in life. The parents that were interviewed
did not appear to view school learning and the learning of good behavior as separate definitions
for the word “educación.” When asked to describe “educación,” parents provided answers
indicating the importance for their children to know right from wrong, demonstrate good
behavior, and respect parents and others. These parents viewed morals to be the foundation of
academic learning, and children without good morals were thought to be less likely to do well in
school. Mexican and Central American parents ranked “teaching respect for parents,”
“difference between right and wrong,” and “good manners” as the top three most important
lessons they should teach their preschool children. “Providing learning experiences” ranked
seventh and reading to the child ranked tenth. Additionally, they found that these parents did
little teaching of academics to prepare their children for preschool.
Valdés (1996) found that the Mexican families in her study used “consejos/advise” to
teach their children. “Consejos/advice” is the manner in which the children learn moral
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education. It seems that for many Hispanic families the primary responsibility is to teach
children morality vs. academics skills in the home. The mothers in the study believed that the
academic skills were taught in school and did not know that the American families taught their
children academics such as colors, letters, and numbers.
In a later study, Reese and Gallimore (2000) found Mexican and Central American
parents view “learning how to read” as a rote memory activity requiring putting syllables
together–a method likely similar to the way they learned to read. Another study also found that
Hispanic parents seemed to understand that school learning happens by copying and repetition
(Goldenberg et al., 1992). In addition, Reese and Gallimore (2000) found that parents often did
not recognize their preschool children’s emerging literacy behaviors (e.g., noticing letters in
print, pretending to read, and scribbling). Parents reported that they started reading to their
children once they felt their children could understand what was being read (about 52% of
parents’ reading to their children started at age five). Approximately one third of parents
reported reading to their children at three or four years of age. Some parents in the study
described age five as the age of reason/la edad de la razón.
Moreover, Billings (2008) compared the literacy practices of low-income Hispanic
families participating in the Reach Out and Read Program (ROR) with families not in the
program. The goal of ROR is for parents and their children to read together for 10 minutes a
day. Billings (2008) found that 53% of ROR parents compared to 27% of the Non-ROR parents
indicated that knowing their letters was important when entering kindergarten. Yet, both groups
selected the choice “read a little” with less frequency than other skills needed to enter
kindergarten. Moreover, approximately 48% of the parents in the ROR group stated that
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social/communication and oral language skills were important when entering kindergarten. In a
similar study, 1,919 Hispanic parents were asked what they thought was essential to teach their
children prior to starting kindergarten; findings revealed that 47% of the parents reported that
sharing was essential to teach before kindergarten, 43% said teach the child the alphabet, 42%
said teach the child numbers, 39% said teach the child to read, and 32% of the parents thought it
was essential to teach the child how to hold a pencil before kindergarten (O’Donnell & Mulligan,
2008). Additonally, parents were asked about their child’s readiness skills and it was found that
87% of parents reported that their child’s speech is understood by strangers when they speak,
84% stated that the child holds a pencil with fingers, 50% writes their first name, 42% counts up
to 20 or higher, 15% recognizes letters, and 3% reads written words in books.
It appears that Hispanic immigrant parents lack information about the kinds of at-home
school readiness practices expected by many United States’ schools. It is important that
Hispanic immigrant preschool parents gain information about the educational skills that United
States schools expect preschoolers to have in order to adjust their at-home educational
intervention practices. However, it is important to understand that although cultural practices
can change over time (especially when cultural groups move to different environments), change
does not happen overnight and that it is important to respect cultural differences. Rogoff (2003)
notes that:
Cultural tools are both inherited and transformed by successive generations. Culture is
not static, is formed by a group of people working together, using and adapting material
and symbolic tools provided by predecessors and in the process of creating new ones.
(p. 51)
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Cultural Shift in Educational Beliefs and Practices
Cultural tools refer to the way in which people think or process information which is
learned from others in a community. Over time, new generations within the culture will modify
the way in which a group thinks or perceives information because cultural environments are
constantly changing. Consequently, the next generation will adapt to their new environment
using and adapting their knowledge to fit the environment’s expectations, thereby creating new
cultural practices.
Evidence of cultural changes for many Hispanic immigrant parents with respect to early
readiness skill practices and school involvement have been documented in the past decade.
Reese and Gallimore’s (2000) findings imply a change in reading practices for the Hispanic
parents in their study, due to contact with United States schools. Their study suggests that
parents’ changes in reading practice was not a renouncement of their cultural values and
practices that they bring from their land of origin, but rather a way to support their children’s
academic success in the United States. Additionally, Durand’s (2011) hierarchical regression
analysis indicated that maternal education and acculturation accounted for a significant amount
of the variance of at-home and at-school educational involvement practices. As well, Faver et al.
(2006) found a positive relationship between Hispanic immigrant families’ years of U.S.
residency and parents’ literacy habits. Parents’ better understanding of United States educational
practices may provide them with knowledge to support their children’s academic development in
the United States. However, it is imperative that educators learn that although Hispanic
immigrant parents come from another country where educational beliefs and practices may be
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different than in the United States, these parents are highly invested in the education of their
children.
Parents’ Educational Expectations and Aspirations
Quiocho and Daoud (2006) investigated Hispanic parents’ participation in schools. The
study took part in two large school districts in California where administrators, school staff, and
teachers had low expectations of Hispanic children and their parents. The findings revealed that
school staff perceived Hispanic parents as having minimal involvement in their child’s
education. On the other hand, the study revealed that parents were interested in their children’s
education by proposing that a better way to communicate with the school was to have a bilingual
staff member in the main office. Because many Hispanic parents do not have English language
proficiency, having staff members that speak both languages in the office facilitated their
communication. In addition, parents wanted their children to be expected to work at the same
level as other students by providing them with the same curriculum. Also, parents expected that
teachers made sure that their children understood their homework. Parents asked for workshops
to learn how to best help their children with homework and to have better communication with
teachers. The school staff was highly surprised that Hispanic parents showed interest in their
child’s education and wanted to become part of that process.
It is important that United States school teachers learn about Hispanic parents’ aspirations
and expectations for their children’s education, because if teachers do not take the time to get to
know the parents of their students they might misjudge the parents’ attitudes towards education.
Reese et al. (1995) asked Hispanic parents of kindergarteners about their school completion
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aspirations for their children and found that 80% of the parents reported college completion, and
12% hoped that they completed some college. Additionally, parents of children (kindergarten to
sixth grade) reported that they wanted their child to achieve education beyond high school, yet
parents’ expectations were influenced by their children’s performance in school (Goldenberg,
Gallimore, Reese, & Garnier, 2001).
In addition, Immerwahr (2000) found that 62% of the interviewed parents believed that
college education is absolutely necessary for their children. When parents of high school students
were asked about the importance of a college education for later success in life, it was found that
65% of Hispanic parents in the study thought that this was highly important. In fact, Hispanic
parents scored the highest among all groups, including White parents. Many educators might
believe that Hispanic parents don’t value higher education as other families do in the United
States. Yet, findings demonstrate that school matters amongst Hispanic families and they have
high levels of aspiration and expectations for the academic success of their children. However,
with regard to preschool attendance, it may seem that Hispanic parents may not be ready for this
early schooling in the life of their children.
Preschool Benefits
Research consistently shows the benefits of preschool attendance for English language
proficiency for Hispanic children of immigrant families (Gormley, 2008; López et al., 2007;
Magnuson, Lahaic, & Waldfogel, 2006; Reese et al., 2000). In addition, preschool promotes
literacy skill development by kindergarten entry for Hispanic children of immigrant families
(Gormley, Gayer, Phillips, & Dawson, 2005; see also Magnuson et al., 2006). Furthermore,
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Reese et al.’s (2000) findings revealed that preschool attendance indirectly predicted English
reading eight years later for children. Other researchers have found that preschool attendance
promotes early math development for Hispanic children of immigrant parents (Gormley et al.,
2005, 2008; López et al., 2007; Magnuson et al., 2006), and that preschool attendance activities
indirectly predicted math achievement later in middle school (López et al., 2007). Additionally,
Spanish-speaking children attending an early childhood program have shown cognitive and
language gains when assessed in their native language (Winsler, Tran, Hartman, & Madigan,
2008).
Although many school districts in the United States have preschool programs, less than
50% of the population tend to register (Crosnoe, 2007; Magnuson et al., 2006). In a report
published by O’Donnell (2008), 1,919 Hispanic parents were asked (between the years of 20062007) to report if their child attended a child care facility. According to the sample, only 40% of
the Hispanic children were attending some type of child care (Day Care Center, Prekindergarten, Head Start, and Preschool) which is at least 27% less than their Black (67%) and
Asian (67%), and 22% less than their White (62%) counterparts. It appears that although
evidence exists regarding preschool benefits for Hispanic immigrant children, parents tend not to
utilize these programs. Research shows that Mexican parents tend to prefer parental care more so
than other ethnic groups (e.g., White, African American, and Native Hispanics—children born in
the U.S. or whose parents were born in the U.S. [Crosnoe, 2007]). Perhaps this is because in
many Hispanic communities extended families such as grandparents help raise their
grandchildren, therefore not needing early childhood centers to support them with child care. I
can state that personally as a Hispanic mother, I prefer my mother to take care of my son in the
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early stages of development, still recognizing that he needs to socialize with other children. Yet,
I engage in many activities with extended family, friends, and their children so that my son can
develop social skills.
Deficit Model
Cole and Bruner (1971) named the “deficit hypothesis” the idea that differences in
intellectual performance were due to differences between ethnic groups and social class. The
primary concept behind this hypothesis was that different forms of deficits result from various
minority ethnic groups living in poverty conditions and the disorganized communities that such a
situation engenders. Cole and Bruner reported that the primary result of these deficits was seen
in poor intellectual and academic test scores in communities of poverty. They wanted to clarify
that different cultural groups are not different intellectually, as seen by many psychologists of the
time, and pointed out that anthropology views the way people see the world as based on their
experiences; that the development of language does not have varying degrees between different
cultural groups; and that conclusions of psychological experiments regarding cognitive capacity
between cultural groups are unfounded due to the lack of understanding that findings of an
experiment are the results of complex interactions between the type of experiment and the social
or environmental context in which the subject has to perform, which in turn guides the subject’s
interpretation of the particular situation.
Rather than scholars moving away from a deficit mindset in the 21st century, many
educators and scholars continue to blame the culture of poor and minority students to be the
reason for their school failure. Moreover, González et al., (2005) state:
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The idea that poor students shared a “culture of poverty” that was considered to be
antithetical to school achievement led to the development of “cultural deficit” models in
schooling. Poor and minoritized students were viewed with a lens of deficiencies,
substandard in their socialization practices, language practices, and orientation toward
scholastic achievement. (p. 34)
The idea that poor and minority students fail school due to their culture affects the way in which
these children can receive support in the public schools. Valdés (1996) stated that with very few
exceptions, educational intervention programs designed for at-risk students are developed to
address key “deficits” to support their success in the United States schools. She stated that these
programs focus on a deficit-difference paradigm such as parent involvement and that recent
research suggests that teachers’ views of parental involvement imply that parents need to be
trained to adequately study with their children at home. Valdés (1996) viewed parent education
and parent involvement in the U.S. school as a unidirectional system where schools teach
families what they believe parents lack, without taking into account the impact that these lessons
may have on the cultural practices of the families; rather she suggests that schools need to be
sensitive and respectful of families’ cultural beliefs and practices. Furthermore, Valdés (1996)
stated that parent education and involvement programs have a narrow view of the reasons why
non-mainstream children have poor academic performance such as the lack of parent school
involvement, when in reality there are many other variables that affect the non-mainstream
students’ school performance: “social inequalities, educational ideologies, educational structures,
and interpersonal interactions work together to affect educational outcome” (p. 195).
Additionally, Suárez-Orozco and Suárez-Orozco (2001) stated that poverty, segregation,
bilingual education, and schools that are crowded and violent are factors that affect the academic
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performance of immigrant children even if parents were to learn the ways of United States
schools and to be involved in school.
Even when Hispanic immigrant parents understand how the United States education
system works and the expectations for parent involvement, imposing United States middle-class
educational practices on a different cultural group with different learning practices may have
negative consequences (Valdés, 1996). It is important to respect cultural differences and learn to
appreciate that these differences make us who we are. We should try to learn from each other’s
cultural differences and skills. Perhaps the intervention programs directed to families of Mexican
origin should be created with awareness and respect of the families’ values and practices; and
families need to know that they can support their children in many ways without abandoning
their belief and value system (Valdés, 1996).
Overall, it seems that U.S. educators need to move away from a broken educational
system which blames the child’s culture for their academic success and start moving towards
teaching methods that take into account students’ cultural differences. Although programs that
are more inclined to promote parent involvement in what may be considered a “deficit model,”
they still show a benefit in the short term. Yet, it appears that the benefit may not be long term
because according to the National Center for Education Statistics (2008), the United States high
school dropout rate in 2006 for Hispanic students was 22% compared to 10.7% among Blacks
and only 5.8% among Whites, indicating that a large number of Hispanics have difficulty
succeeding in the U.S. school system. In the next section, I will discuss some of the programs
that may be considered to portray the “deficit model.” In the final section I will discuss
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programs that look at cultural differences to support minority families in better and different
ways.
Parents’ Involvement in the “Deficit Model”
Studies have found that Hispanic children’s academic development benefits from parents’
at-home and at-school educational instructional practices. Kelty (1997) completed a study to
gather information about parents’ comfort level with different school activities in a preschool
center. Findings revealed that the majority of parents felt comfortable with many activities (e.g.,
School Registration, School Open House, Dental Fun Night, and Parent-Teacher Conferences,
Speaking on the Phone with School Staff, Friendship Celebration, and Home Visits). Parents
were asked what would help them increase their participation in school activities. Findings
revealed that 69.5% of the parents stated that a personal phone call from the school would be
helpful. It appeared that Hispanic immigrant parents wanted to connect with schools in order to
support their child’s education.
Parents may be more involved in at-home involvement educational practices when
children begin attending school because they will be learning about what activities are relevant to
practice at-home from school staff. Reese et al. (1995) noted that once children had been
enrolled in school for a while, parents helped with homework, and by the end of first grade 85%
of parents were reading to their child in comparison to 25% of the parents reading to their
children at the beginning of kindergarten. Similarly, Reese and Gallimore (2000) found that only
26.7% of Hispanic parents in their sample read to their child at the beginning of kindergarten but
at the end of first grade. 90% of parents read to their children. Additionally, it was found that
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school materials sent home by kindergarten school teachers had a positive effect on the amount
of time and frequency children and parents participated in literacy activities at home
(Goldenberg et al., 1992). Also, parents’ social capital, which is the relationships and interactions
between children and adults, appeared to predict parents’ at-school educational involvement
practices, while maternal education and acculturation seemed to predict parents’ at-home
educational involvement practices (Durand, 2011). Hispanic immigrant children’s participation
in school helped parents to be more involved with their schoolwork and provided at-home
educational involvement.
Furthermore, several studies examined the kinds of effects between Hispanic preschool
parents’ literacy activities or practices in the home and children’s academic development. Reese
et al. (2000) found that Hispanic family literacy practices positively predicted oral English
proficiency and Spanish literacy skills in children; in turn, such skills predicted English reading
in 7th grade. Similarly, López et al.’s (2007) findings revealed that at-home literacy activities
predicted higher levels of English language proficiency and literacy skills in Spanish for the
Hispanic child. Additionally, English language proficiency and literacy skills in Spanish directly
predicted early math skills and higher math skills in middle school. Farver et al. (2006) found
that parents’ literacy at-home involvement had a positive association with parents’ reports on
children’s literacy interest, which in turn had a positive effect on children’s vocabulary skills and
social functioning skills. Similarly, Durand (2011) found that parent involvement (at home and at
school) accounted for positive changes in children’s literacy skills.
The Home Instruction of Parents of Preschool Youngsters (HIPPY) program increased
parent involvement and child readiness for preschool age children. The program consists of
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home visitors that worked with the parents through the use of weekly role-play activities using a
variety of methods (i.e., packets, storybooks, and manipulatives) to teach math and science. The
goal of this program is to help children develop language, thinking skills, problem solving,
physical, and social-emotional skills. The program teaches by modeling; for example, the visitor
plays the role of the teacher while the parent plays the role of the child and then vice versa.
Parents worked with their child for 20 minutes a day following the curriculum given to them
(Nievar et al., 2011). Studies conducted with Hispanic families using the HIPPY have found that
parental education programs that consist of modeling pre-academic activities during home visits
may increase parental involvement and efficacy, as well as produce positive changes in the home
environment that may increase academic stimulation, role modeling, and learning materials
(Nievar, Jacobson, & Dier, 2008; Nievar et al., 2011). Moreover, the HIPPY program was found
to have a positive effect on Hispanic children math achievement test by third grade (Nievar et al.,
2011). Although this parent involvement program is provided outside of a school system,
findings suggest that Hispanic parents may benefit from teachers modeling academic activities
that parents need to practice to support their child’s learning. The current preschool program
under study uses modeling during most of the PEIP activities.
Goldenberg et al. (1992) studied how sending storybooks and worksheet packets home
with Hispanic kindergarten children affects parents’ at-home educational involvement practices.
It was found that such materials supported Hispanic parents’ at-home educational involvement
practices for these children. Findings suggest that even when books were used in the home,
parents did not discuss the book with the child but instead corrected the child’s reading mistakes.
Yet, it was found that classrooms that used the storybooks performed better on achievement tests
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than classes that used worksheets. The study also found that when worksheets were sent home
they seemed to have a positive and strong association with kindergarten literacy development,
yet the frequency and duration of books used in the home did not have an impact on the child’s
literacy development. The difference may be because worksheets are more connected to the way
parents view learning how to read (copy and repetition) and they were used in a more meaningful
way by children and their parents. Similarly, Reese and Gallimore (2000) found Mexican and
Central American parents view “learning how to read” as a rote memory activity requiring
putting syllables together–a method likely similar to the way they learned to read.
These studies found that perhaps some of the ways in which Hispanic parents teach their
children school readiness skills in the home is very different than the way the United States
educators expected, and is perhaps similar to the parents’ educational practices in their land of
origin. In addition, they suggest that direct modeling of specific school activities may be a good
way to provide Hispanic parents with tools to support their children’s academic at-home growth.
However, these studies do not take parents’ culture into account or all the positive learning
activities that are occurring within the students’ homes.
Parents’ Involvement Taking Culture into Account
Although there is limited research that focuses on how PEIPs support Hispanic immigrant
preschool parents’ educational beliefs and practices, as well as the parents’ perceptions regarding
these programs, two studies found ways in which educators could support parent involvement
with Hispanic immigrant families that take into account the families’ background and include
families in the development of school-home connections. While reviewing ethnographic
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literature on family literacy, Auerbach (1989) and her team found several assumptions guided
school practice that did not match the reality of the immigrant and refugees’ family lives. She
asserted that these assumptions contribute to a new definition of “deficit hypothesis.”
The first assumption is that language-minority students come from literacy-impoverished
homes where education is not valued or supported. The second assumption is that family
literacy involves a one-way transfer of skills from parents to children. Third, this model
assumes that success is determined by the parent’s ability to support and extend schoollike activities in the home. The fourth assumption is that school practices are adequate
and that it is home factors that will determined who succeeds. And fifth, the model
assumes that parents’ own problems get in the way of creating positive family literacy
contexts. (p. 169)
Based on Auerbach’s (1989) findings, she argued that educators should consider a
“social-contextual model” of family literacy where educators can learn from the families’
background knowledge in order to inform instruction. The idea is to further the social
significance of literacy in the families’ life by connecting social life and cultural practices to
literacy. The suggestion is not to have a set curriculum, but to develop one in conjunction with
the families by understanding the families’ issues and community practices. Auerbach suggested
that as issues arise they could be transformed into literacy work so that literacy becomes a tool
that helps form social context. The idea is to redefine what is known as family literacy to
incorporate the family and their practices. She provided a list of ideas to help redefine the model
of family literacy: “Parent-child interaction around literacy tasks; reading with or listening to
children; talking about and giving and receiving support for homework and school concerns;
engaging in other activities with children that involve literacy (cooking, writing notes, and so
on)” (Auerbach, 1989, p. 178).
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Moreover, Auerbach’s (1989) view that other ideas that may not have been previously
included in family literacy programs is very important to consider when designing family
literacy programs. Parents need to learn to be independent in their own literacy activities so that
they do not rely on their children. Literacy could be used to help families with immigration,
housing, and/or employment issues so that literacy becomes socially significant to the parents’
lives. It can support parents with child-rearing matters in an environment where they feel safe
and can share their concerns and develop ways to guide their children in areas such as sex or
drugs within others. Family literacy programs can be used to encourage parents to continue to
use their native language in the home and teach their children about their cultural background, as
this can help children’s academic skills, it can create a positive self-concept, and it can increase a
child’s appreciation of their multicultural heritage. It is also important that parents interact with
the school system, feel comfortable stating their concerns as parents with school issues, and be
able to understand how to respond and deal with those issues.
Additionally, Auerbach (1989) implemented different ways to use reading and
writing with bilingual families, such as:
To investigate home langue, to explore family literacy practices, to explore family
issues. To model language activities that parents might do with children, to validate
cultural-specific literacy forms like telling folktales. To explore parenting issues such
as writing letters of advice to pregnant teenagers. To use literacy to explore issues of
learning and teaching. To address community, workplace, and health care issues such
as writing a class letter about police discrimination. To practice advocacy in dealing
with school such as writing letters about concerns to children’s teachers. To explore
political issues. (pp. 178-179)
Another similar idea on how to connect homes and schools while taking into account the
families’ culture and background as a means for supporting student learning rather than viewing
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the families as responsible for school failure is called funds of knowledge (González et al., 1995;
González et al., 2005; Vélez-Ibáñez & Greenberg, 1992). The concept of funds of knowledge
was created in an attempt to provide the Southwestern public schools that teach U.S. Mexican
students with a broad anthropological view for possible educational reforms for this population
(Vélez-Ibáñez & Greenberg, 1992). This idea was developed in the hope that educational
institutions would see the value of accounting for cultural resources when designing educational
programs for this minority group (Vélez-Ibáñez & Greenberg, 1992). Vélez-Ibáñez and
Greenberg (1992) believed that funds of knowledge can provide useful information regarding the
cultural system of U.S. Mexican students as well as important and useful information for the
classroom. They argued that the social relationships where children feel protected and the
learning generated in the home are important factors in understanding the construction of cultural
identity and the U.S. Mexican children’s cultural personality. They explained that it is important
to learn about the history of funds of knowledge of this cultural group in order to have a deeper
understanding of the group’s current funds of knowledge.
Additionally, Vélez-Ibáñez and Greenberg (1992) presented a case study in their paper to
add to the readers’ further understanding that the life cycle of a family, meaning their history,
forms the funds of knowledge they currently possess. The idea is that a family accumulates
knowledge and discards it depending on their needs, and that each family keeps most of the prior
generation’s repertoire of information and skills, which form the basis for the funds of
knowledge of a family. In the case study they began by describing the historical background of
the family and then moved to explain how funds of knowledge can be transmitted from parents
to children based on their professions. They continued by describing the role of religion and
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ideology in the family. Additionally, they explained that none of us really know what can go
wrong in the future. They called this “insecurity of the life cycle.” Capitalist dislocations and
technological changes can affect the ways families adapt. Families can have class changes that
affect family funds of knowledge. For example, the types of jobs families do may change over
time and those funds may be lost from generation to generation unless they are in the same class.
Funds of knowledge are also kept and passed along by the socialization process between family
members and friends. Vélez-Ibáñez and Greenberg describe how different the early childhood
years of Mexican children are compared to those of Anglo children and their importance when
understanding these families’ funds of knowledge. Culturally, adults pass on funds, yet learning
is in the hands of children themselves in the Mexican culture. Mexican families create an
environment of confianza/comfort for the children to learn in, and an error is not equated with
punishment. The children learn early on that in the household there are many to whom they may
turn to seek support and they should avoid the punitive person. Vélez-Ibáñez and Greenberg
argued that in the United States school model, homework periods are equated with punishment
when assignments are not completed, and this can create child-adult conflicts in the home.
Finally, they write about the fracture that occurs in literacy and cognitive development due to the
lack of using Spanish—the family’s native language—to teach these children in school. The
absence of the native tongue use in school not only impacts the child’s and parents’
communication due to using two different languages, but fractures the child’s Spanish
comprehension and literacy in reading and writing.
González et al., (2005) stated that funds of knowledge is an alternative way to view
students’ lives and background to support the educational issues with minority students. The
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authors contended that, while this is not the only solution available, it can become part of the
equation of supporting minority students’ school success. Furthermore, González et al., (2005)
stated:
…it is one way in which the context for respectful relationships between schools and
communities is fostered…we have shared many of the assumptions of a shared culture,
and have chosen instead to focus on “practice,” that is, what it is that people do, and what
they say about what they do. This process approach coalesces with our use of qualitative
and ethnographic methods to counter deficit models. The bridging of the chasm between
household and school, the instantiation of reciprocal relationships between parents and
teachers as researchers, the pedagogical validation of household knowledge, with which
students come to school, and the development of teachers as researchers go beyond the
view of culture as a “problem.” Rather than simply documenting a mismatch between
the school and the community, we have actively engaged households in dialog that can
address the often unequal relations between school and community. In addition, teachers
have developed skills as researchers, activating their own knowledge bases by engaging
in professional development that can directly affect their classroom practice. (p. 40)
The idea of home visits has existed in educational circles for several decades. Many
current preschool programs conduct home visits as part of their grant (i.e., Head Start, Preschool
for All). Teachers generally make home visits to update parents on how their child is doing in
school and to make suggestions about how to help their child academically. For the most part,
the purpose of home visits is not to learn and understand about the family’s cultural background
and educational practices. For that reason, González et al. (1995) designed a research project
that used funds of knowledge in Latinos’ homes where teachers performed home visits as
researchers. The project had three main goals: (a) an ethnographic study was conducted in the
community to understand the origin, use, and distribution of funds; (b) after-school labs or study
groups were settings assigned to create collaboration between teachers and researchers to discuss
findings and to plan how to use the information gained for instructional purposes; and (c)
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classrooms in schools were examined to view the existing methods of instruction and to
incorporate new instruction based on the household funds.
The teachers served as researchers and received support to debrief findings and connect
them to school instruction by anthropologists. As part of the teachers’ learning process they
learned the differences between the more usual and typical home visits versus the home visits
that were for the purpose of learning from the families’ funds of knowledge. The teachers had
opportunities to engage in reflective thinking as a group and review data as a team. This process
was helpful so that teachers would not be overwhelmed with all the data to analyze. Teachers
were provided a safe environment where they could think out loud about household practices and
their classroom practices. The most difficult task encountered by the teachers/researchers in this
study was how to use the household funds of knowledge in their teaching practice. The teachers
believed that the study groups played an important role in helping them determine how to
connect the information learned from the homes to pedagogical practices in the classroom. The
teachers were able to connect what they learn in the homes with educational practices in the
classroom: for example, development of mathematical units based on information they learned
about construction.
These researchers have found that it is important to take into account the families’
practices, voice, and funds of knowledge to be able to develop better home-school connections
with immigrant families. It is important to state that methods designed for the majority
population may not be adequate to use with the minority population and that treating cultural
differences as a problem is not appropriate and does not solve the educational difficulties
confronted by the immigrant population.
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Additionally, another important factor in supporting the immigrant children’s academic
development is the language of instruction (Vélez-Ibáñez & Greenberg, 1992). In my experience
as a bilingual school psychologist, many children struggle due to poor or nonexistent bilingual
supports in school. However, bilingual programs have been part of many school districts across
the United States. They are predominantly built to help students learn English and not
necessarily to support them to become bilingual and bi-literate in Spanish and English.
However, many school districts have incorporated bilingual programs that are effective in
supporting students in becoming bilingual and bi-literate in Spanish and English, as well as
further develop a child’s cognitive and academic skills (Thomas & Collier, 2002). These types
of programs support parents’ and children’ communication and strengthen family connections as
they support the families’ native language.
Jim Cummins is one of the most prominent researchers and theorists in the field of
second language acquisition. Cummins (1981) presented his language proficiency theory based
on what he called Basic Interpersonal Communication Skills (BICS) and Cognitive Academic
Language Proficiency (CALP). The BICS is the language proficiencies of pronunciation,
grammar, and basic vocabulary. These skills are manifested in the everyday interpersonal
situation in which word meaning is supported by many situational and paralinguistic cues. The
CALP is the language proficiency that relies on literacy skills. These skills are manifested
outside the immediate interpersonal context because the CALP reflects individual differences in
processing language.
Additionally, Cummins (1981) described interdependence theory, which refers to the
development of bilingual proficiency where Lx represents the native language and Ly the second
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language. He stated that if one develops proficiency in the native language one will be able to
transfer the proficiency obtained in this language to the new language to be learned. It is
important to take into account that there has to be adequate exposure to the second language.
Furthermore, research has been conducted to study the different programs that United
States schools offer to support ELL students. Ramirez (1992) conducted a longitudinal study
following elementary students from first to sixth grade. He wanted to review the effectiveness of
three programs (i.e., immersion, early-exit, and late-exit) in helping the students “catch up” with
their English-speaking peers. His findings suggested that the late-exit groups that received
Spanish instruction the longest were the groups that were found to increase their English
language, math, and reading skills as fast or faster than the norming groups used for comparison.
The study also revealed that even though the late-exit students received 40% or more of Spanish
instruction, this did not affect them when learning English and they proved to be more successful
than students who were transitioned faster into all-English instruction. Ramirez’s findings also
suggested that students who were in the English-only instruction may actually fall behind their
English-speaking peers by sixth grade. He also stated that using L1, native language, in schools
also helped parents get involved in their child’s learning process because they are able to
understand the work. Overall, his findings suggest that using L1 to teach students English will
help students develop adequate English language proficiency and grade-level academic skills.
Thomas and Collier (2002) conducted a cross-sectional longitudinal study with ELL
students in grades K to 12. Three out of five sites focused on Spanish-speaking students;
however, over 70 languages were examined. They found that it is important for educators to
provide English Language Learner (ELL) students with socio-cultural support in the school
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environment to allow for natural language, academic, and cognitive development to grow in L1
(native language) and L2 (second language English) equal to the socio-cultural support ongoing
for the native English speakers. They found that when parents of ELL students declined the
bilingual support, students fell within the largest group to drop out of school. Findings suggested
that ELL students who were only given 2 or 3 years of content classes in English as a Second
Language (ESL) and then joined the mainstream students reached a 34th Normal Curve
Equivalent (NCE) score on academic achievement when they reached high school. They found
that the programs that helped students fully reach the 50th percentile in both L1 and L2 in all
subject areas and maintain this level of skills to the end of their schooling years were the
following: 90-10 one-way developmental bilingual education, 50-50 one way developmental
bilingual education, and two-way developmental bilingual education (DBE) programs (or, dual
language or bilingual immersion). In this study, one-way and two-way bilingual education was
geared toward graduate students who were fully academically proficient in both L1 and English.
This study also found that using L1 to develop English language skills would develop students
with stronger academic skills in both languages.
Additionally, if Spanish speaking students are instructed only in English it could take 710 years to become proficient in English. Yet, if the students’ participate in a quality bilingual
program and they reach grade level skills in their first language they could reach or surpass
native English speakers’ performance across all subjects in 4-7 years (Thomas & Collier, 1997).
Extensive research has indicated that supporting ELL students in developing their native
language first will support the later acquisition of a second language, as the student would be
able to transfer the proficiency from their native language to the second language they need to
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learn. These findings support the idea that blaming cultural differences for the immigrant
students’ failure in the United States educational system is unfounded. Although the use of
adequate bilingual programs in school is just one part of providing adequate support for
immigrant students, it is also fundamental in helping maintain communication between parents
and students as well to help parents support their children academically by communicating more
effectively with teachers.
In summary, it appears that when Hispanic families move to the United States and their
children attend preschool programs they are often exposed to parent education and involvement
programs (PEIP). However, these programs are not based on the family’s cultural learning
practices, but the United States learning practices. Although it appears that the Hispanic parents
want their children to learn, be successful in life, and they try to apply what they learn during
PEIP, the PEIP programs do not focus on the educational practices of these families to support
them as newcomers. The Hispanic parents’ educational practices at home before children start
school focus on learning good behavior, not on early readiness practices. However, the PEIP
programs appear to highly value parents who practice early readiness skills with their children.
Although some research suggests that Hispanic parents are willing and able to learn the United
States way of parent involvement, research studies using a cultural model approach have found
effective ways to connect the families and children in order to reinforce students’ learning in
school. Additionally, the cultural model supports the idea of using adequate bilingual programs
that first develop the student’s native language to later teach the second language so that the
proficiency in the native language will enhance the learning of the second language. The
Hispanic student population is rapidly growing in the United States and it is of high importance
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to learn about their cultural and educational practices to try to help Hispanic children be
successful in school. If schools are able to make connections with the families, then the children
could receive more support from home in many different ways. The families can continue to
support them based on their educational and cultural practices while also learning about the
United States academic practices. In addition, school staff should learn about the families’
cultural background and educational practices so they have better connections with the families
and adequate perceptions about the family’s aspirations for their children.

CHAPTER 3
METHODOLOGY
Introduction
The main purpose of the study was to learn about the Hispanic immigrant preschool
parents’ educational practices while participating in a parent education and involvement program
(PEIP). Additionally, I was interested in learning about the parents’ educational background and
their perceptions regarding the PEIP program. Lastly, I wanted to learn about teachers’
perceptions with respects to the Hispanic immigrant preschool parents’ participation in PEIP.
Research Questions
1. What are Hispanic immigrant preschool parents’ educational beliefs and
practices while participating in the parent education and involvement program in a
United States school?
2. How do Hispanic immigrant preschool parents describe their educational
experiences in their country of origin?
3. In what way do Hispanic immigrant preschool parents participate in the parent
education and involvement program?
4. What are Hispanic immigrant preschool parents’ perceptions about the parent
education and involvement program?
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5. What are classroom teachers’ perceptions of Hispanic immigrant parents’ athome and at-school practices during the parents’ participation in the parent education and
involvement program?
Study Design
Qualitative methodology was used to gather and analyze the data for this study. The
research inquiry was best addressed in a natural setting as I tried to learn about how Hispanic
immigrant preschool parents’ educational beliefs and practices developed when participating in
the parent education and involvement program (PEIP). Qualitative methodology was the best
method used in this study because it is of pragmatic nature, provided support for data
interpretation because the data was obtained throughout different sources such as natural
observations and interviews, and it is grounded in the life experiences of people (Marshall &
Rossman, 2011). Furthermore, qualitative methodology allowed me to learn from different
realities of the participants, to adapt the study based on the participants’ values, and it allowed
me to assess my own biases when describing the findings (Lincoln & Guba, 1985).
The study took place in an elementary school located in a small town in the Midwestern
United States, in the parents’ homes, and in the town’s library.
Demographic Information about the School District
In 2011, it was reported that the student population by race and ethnicity in a United
States town was the following: (Hispanic 65%, White 25%, Asian 3.7%, Black 3%, Multi-racial
3%, Native American .1%, and Native Hawaiian/Pacific Islander .0%) compared to the state
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(Hispanic 23%, White 51%, Asian 4%, Black 18%, Multi-racial 3%, Native American .3%, and
Native Hawaiian/Pacific Islander .1%) (School District under Study, 2011). The enrollment in
the school district is 2,115 students, of whom 36% are Limited English Proficient (State 8.8%),
60% are classified as low income (State 48.1%), the mobility rate is 7% (State 12%) and
attendance rate is 96% (State 94%) (School District under Study, 2011). The U.S. Census (2011)
reports that the majority of the population living in this city are Hispanic/Hispanic (47.8%), the
second largest group is White (42.8%), followed by Asian (4.8%), Black (3.5%), and American
Indian and Alaska native (1%). Fifty-nine percent of the population that lived in this city above
age five during the years 2006-2010 spoke a language other than English at home (U.S. Census,
2011). Seventy-four percent of the population in this city completed high school and only 16%
completed a bachelor’s degree or higher. The U.S. Census (2011) reported that the median
household income in this city was $52,500 and 15.7% of people in the city lived below the
poverty level between the years 2006 and 2010.
The Illinois State Assessment Test (ISAT) is administered annually to students from 3rd
to 8th grade in the areas of reading and math. Test scores are distributed in a four-point range, as
follows:


Level 1— Student demonstrates limited knowledge and skills in the subject area
and/or ineffective application of knowledge and skills. Level 1 constitutes an
academic warning due to major gaps in learning.



Level 2 — Student demonstrates basic knowledge and skills in the subject area.
However, application of knowledge and skills is limited due to major gaps in
learning. Level 2 performance is below normative standards.
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Level 3 — Student demonstrates proficient knowledge and skills in the subject
area. Student effectively applies knowledge and skills to solve problems and
therefore meets normative standards.



Level 4 — Student demonstrates advanced knowledge and skills in the subject
area. Student creatively applies knowledge and skills to solve problems and
evaluate the results, and therefore exceeds normative standards.

The ISAT districts scores reported in percent for 2009 for 3rd and 8th grade in the
categories of Racial/Ethnic Background (White and Hispanic), Limited English Proficient, and
Economically Disadvantaged are shown in Tables 1 through 4.
The students in the current district under study take the National Assessment of
Educational Progress (NAEP), which is the largest nationally representative and continuing
assessment of what America’s students know and can do in various subject areas. Paper-andpencil assessments are conducted periodically in mathematics, reading, science, writing, the
arts, civics, economics, geography, United States history, and in Technology and Engineering
Literacy (TEL). NAEP is run by The Commissioner of Education Statistics, who heads
the National Center for Education Statistics in the U.S. Department of Education, and is
responsible by law for carrying out the NAEP project. The National Assessment Governing
Board, appointed by the Secretary of Education but independent of the Department, sets policy
for NAEP and is responsible for developing the framework and test specifications that serve as
the blueprint for the assessments. The Governing Board is a bipartisan group whose members
include governors, state legislators, local and state school officials, educators, business
representatives, and members of the general public. Congress created the 26-member Governing
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Table 1
Illinois State Assessment Test (ISAT) Scores for 2009, Reading, 3rd Grade
ISAT Reading

Level 1

Level 2

Level 3

Level 4

3rd Grade

Percent

Percent

Percent

Percent

Hispanic

6

18

55

20

White

2

11

46

41

LEP

9

24

51

17

Economically
Disadvantaged

9

17

59

15

Table 2
Illinois State Assessment Test (ISAT) Scores for 2009, Math, 3rd Grade
ISAT Math

Level 1

Level 2

Level 3

Level 4

3rd Grade

Percent

Percent

Percent

Percent

Hispanic

2

10

41

47

White

2

0

33

65

LEP

3

11

45

41

Economically
Disadvantaged

7

9

42

45

51

Table 3
Illinois State Assessment Test (ISAT) Scores for 2009, Reading, 8th Grade
ISAT Reading

Level 1

Level 2

Level 3

Level 4

8th Grade

Percent

Percent

Percent

Percent

Hispanic

0

17

77

7

White

0

5

83

12

LEP

0

59

41

0

Economically
Disadvantaged

0

17

77

6

Table 4
Illinois State Assessment Test (ISAT) Scores for 2009, Math, 8th Grade
ISAT Math

Level 1

Level 2

Level 3

Level 4

8th Grade

Percent

Percent

Percent

Percent

Hispanic

6

10

69

21

White

0

5

50

46

LEP

3

28

69

0

Economically
Disadvantaged

7

8

74

17

52

Board in 1988. The NAEP assessment operations are carried out with assistance from
contractors (National Center for Education Statistics, 2015).
The following information was reported on the district report card with the district
improvement plan for 2011 of the current district under study. The given scores for NAEP
assessments are as follows: (a) Below Basic, (b) Basic, (c) Proficient, and (d) Advanced. Basic
denotes partial mastery of prerequisite knowledge and skills that are fundamental for proficient
work at a given grade level. Proficient represents solid academic performance. Students
reaching this level have demonstrated competency over challenging subject matters. Advanced
represents superior performance.
The 2009 NAEP scores for 4th and 8th grade in the categories of Racial/Ethnic
Background (White and Hispanic), Limited English Proficient, and Economically Disadvantaged
are shown in Tables 5 through 8.
Preschool Program Student Selection

The preschool program under study is a state funded program called Preschool for All.
The Preschool for All program focus on quality education programs for children who are
determined to be at-risk of academic failure (Illinois State Board of Education, 2011). The State
has specific criteria as to how children are selected to participate in the program. The program
conducts what is known as “child find” screenings. These screenings are not only for finding
children to attend the preschool program but also to learn if any child in the community may
have special needs. The screening tool could be chosen from a wide list the State has proposed.
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Table 5
National Assessment of Educational Progress (NAEP) for 2009, Reading, 4th Grade
NAEP Reading

Below Basic

Basic

Proficient

Advanced

4th Grade

Percent

Percent

Percent

Percent

Hispanic

52

32

14

2

White

22

34

31

12

LEP

70

22

7

.8

Economically
Disadvantaged

53

32

13

2

Table 6
National Assessment of Educational Progress (NAEP) for 2009, Math, 4th Grade
NAEP Math

Below Basic

Basic

Proficient

Advanced

4th Grade

Percent

Percent

Percent

Percent

Hispanic

28

51

18

1.5

White

10

39

42

10

LEP

47

42

10

.8

Economically
Disadvantaged

34

48

17

1
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Table 7
National Assessment of Educational Progress (NAEP) for 2009, Reading, 8th Grade
NAEP Reading

Below Basic

Basic

Proficient

Advanced

8th Grade

Percent

Percent

Percent

Percent

Hispanic

35

47

18

.3

White

14

44

39

3

LEP

72

24

5

0

Economically
Disadvantaged

40

44

16

.5

Table 8
National Assessment of Educational Progress (NAEP) for 2009, Math, 8th Grade
NAEP Math

Below Basic

Basic

Proficient

Advanced

8th Grade

Percent

Percent

Percent

Percent

Hispanic

41

42

16

1

White

15

42

34

10

LEP

68

24

7

.3

Economically
Disadvantaged

47

39

13

2
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The tool the school district was using for screening purposes was based on the
Transdisciplinary Play Based Assessment (Linder, 1993). The current teachers of the program
adapted a screening that surrounding districts were using based on a play-based model. The
children were assessed in six different areas: fine motor, gross motor, cognitive/processing,
receptive language, expressive language, and social skills, which included behavior during the
screening. Students could get a maximum of 5 points in each area and a minimum of 0. These
areas were then added together with the behavior scale which was based on observations during
the evaluation as well as parents’ score on a parent survey that asked questions regarding their
family and child. Children that score overall numbers of 4 and 5 do not qualify for the program,
as they were within normal developing age level. Students that score 3, 2, or 1 were offered the
program, as they were considered at-risk of school failure. Children with at-risk factors of early
readiness skills exposure were typically children that score 2 and 3. The children that score 1
were children that were recommended for a possible special education case study evaluation, as
they have much more needs than a child that was at-risk for lack of early readiness skills
exposure. Children that were considered at-risk were not children with special education needs
such as developmental delays, but rather needed to be exposed to early readiness skills in order
to be ready for kindergarten.
The children were selected from the preschool screening and parents decided if they
wanted to attend the program. The parents were given information about the preschool program
and dates to register their children. The parents had to transport their children to school and
participate in the family time daily for 20 minutes and they were offered a school bus ride home
if the parents opted for this choice.
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Parent Education and Involvement Program (PEIP)
The family time and library days served as the parent education and involvement
program (PEIP) piece that went along with the Preschool for All program. The goal of PEIP in
preschool programs is “That parents will be involved in their children’s education process and
will gain knowledge and skills in parenting” (Illinois State Board of Education, 2009). Parent
involvement entails that parents provide educational support at home (at-home involvement) and
participate in school activities (at-school involvement) in order to enhance their child’s learning.
Additionally, Preschool for All Programs are required to provide activities for parents in five
areas (communication, parent education, student learning, involvement, decision-making, and
advocacy); however, programs are not mandated to conduct specific activities and have
flexibility to choose how to provide parent education and involvement activities in the five areas
required (Illinois State Board of Education, 2009). The goal of the PEIP in this study was to
educate parents on helpful ways to be involved in their child’s education at home and at school.
It is important to clarify that all of the preschools for all programs in the suburbs
surrounding the school district under study have to provide a parent education and involvement
program to the families that have children participating in the program. However, the way in
which each school district chooses to provide this service can vary, as long as the preschool
program provides parents’ activities in five areas (communication, parent education, student
learning, involvement, decision-making, and advocacy). Most of the districts surrounding the
school district under study provide their PEIP after school hours. The current program under
study provides PEIP during the school day while children are in school.
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Family Time
Family time was 20 minutes of daily instructional activities in the classroom when
parents, children, and teachers interact. Daily parental participation was required for family
time. However, if a parent was not available to attend, the teachers could allow a family member
or a friend to attend in their place. Parents were encouraged to engage in reading a book(s) with
their child for the first 10 minutes of family time every day of the week. The additional 10
minutes of family time were spent on different activities each day of the week. On day one of
the week, the classroom teacher read to children and parents a Book of the Week. During this
activity, parents sat next to their child to listen to the story read by the teacher such as a book
about pizza. On the second day of family time, parents and children spent the additional 10
minutes on a literacy activity with the teacher (e.g., using the same story read the day before by
the teacher about the pizza, the teacher had the students and parents play bingo-match pizza parts
to their bingo card). Parents were encouraged to help children with the activity. On the third day
of family time, parents and children spent the additional 10 minutes on an early numeracy
activity or fine motor activity related to the current topic of the week such as cutting different
pizza components to play “Memory.” Parents were encouraged to support their children during
this activity by helping them cut the memory cards or guide them when cutting or coloring the
cards. On the fourth day of family time, parents and children spent the additional 10 minutes on
a literacy activity using a story map like booklets with pictures of the current story and phrases
from the story given to the children. The parents read to the child, using their finger to point to
each of the words on the booklet while the teacher modeled the activity.
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Students in the preschool program were to be in school five days a week for two and a
half hours each day. However, most Fridays the students were not in session for several reasons:
teacher institute day, preschool screenings, field trips, or library day.
Library Days
Library days were always on a Friday (once or twice a month) and they took place in
the town library for 1 hour. During library day, parents were encouraged to come to the library
with their children, including younger children not of school age. The purpose of the library day
was to have many activities related to the book of the week (e.g., teachers acted out the story of
the week using dramatization techniques). In addition, children made art projects which related
to the story of the week. The idea of the projects was to create manipulatives of the book that
was read. It was hoped that such activities would help parents to engage in telling the story with
the child using the manipulative. Also, during library day, teachers spent time with the families
singing classic American children’s songs and parents were given 10 minutes to read with their
children just as they did during daily family time. It is important to mention that the majority of
the books were in English. As well, the songs and the story dramatization were in English with
no translation.
Home Visits
In order to comply with parent-teacher conferences, the teachers in the program chose to
make home visits to each of the children in the program toward the end of the first trimester of
school. During the visits, the teachers discussed the child’s strengths and needs and ways in
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which parents could help support their child’s needs at home. Teachers also made home visits
toward the third trimester of the school year just for children who were not making adequate
gains in order to inform parents of their child’s needs and further ways in which they could
receive support. I was not part of these home visits. However, I completed home visits as part
of the data collection for this study separately from the teachers between January and May of
2013.
Settings
Classrooms
There were two preschool classrooms, each of which had two sessions. Two morning
sessions (8:25 AM to 11:00 AM) and two afternoon sessions (11:40 AM to 2:15 PM) made up
the preschool program. Each session had a maximum of 20 children, one teacher, and one
classroom aide who spoke Spanish. Students with an Individualized Education Plan (IEP)
attended the preschool program and received support from different specialists (e.g., Speech
Pathologist, Occupational Therapist, Physical Therapist, School Social Worker, School
Psychologist, and Special Education teacher). The classroom had children-size furniture (e.g.,
tables and chairs) and different play areas (e.g., kitchen center, art center, block/car center,
puzzle center, sensory table with different elements such as water or sand, etc). It had a large
variety of books and toys (e.g., dolls, cars, pots, and pans). The classroom had good lighting and
plenty of windows, and some windows were tinted with primary colors. The classroom also had
three doors (one led to the outside, one led to the school hallway, and one connected to another
preschool classroom). Each classroom had its own bathroom.
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Homes
The home of the parents was used as a setting in which to conduct observations of the
parents’ at-home educational involvement practices with their preschool child. I only stayed in
the living-room area of the home; the information offered here includes what I was able to
observe from the living room or that the parents told me about the living arrangements during the
visit or interview. Families are described under the participant section. Each family’s home is
described in detail in the following section.
The Perez family lived in a one-bedroom rented basement. The mother, father, and 4year-old son shared the bedroom. The home had a small kitchen with a small table and four
metal folding chairs. The living room was very small and they had a small boxed television, a
small wood television stand, some toys, a few school supplies (e.g., coloring book, crayons, and
pencils) and some chairs from the kitchen to sit on, but no sofas or other furniture. The family
parked their car in front of the house.
The Rodriguez family lived in a rental apartment. The mother, father, maternal
grandmother, the 2-year-old boy, and the 4-year-old preschool boy lived in the apartment. The
living room had a love seat, sofa, lamp, end table, a flat-screen television, a television stand, and
toys. The children also had crayons and coloring books. However, the father stated that he hides
the school materials because the children do not use them properly (e.g., ripping pages and
breaking the crayons). The family had a parking space by the apartment.
Ms. Ramirez and her 4-year-old son lived in a rental two-bedroom apartment with the
mother’s aunt. This was a temporary arrangement until Mrs. Ramirez could find a place for
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herself and her son. However, she stated it was expensive to rent by herself at the time. The
living room had a sofa, love seat, a recliner, lamps, end table, a flat-screen television, and a
television stand. The home had a kitchen and a bathroom and space in the back to park the cars.
The child had a coloring book and crayons in the home.
The Alvarez family lived in a rental apartment. The mother, father, a 2-year-old boy and
a 4-year-old boy lived in the apartment. The living room had a flat-screen television, television
stand, a lamp, end table, a sofa, and a love seat. The apartment had an open concept and the
kitchen, dining room, and living room were all visible from the living room. The kitchen had a
sit-down bar area and the dining room had a table with four chairs. The family had a parking
space in which to park their car. The children had some coloring books, crayons, and a religious
book that had ripped pages.
The Quiñonez family lived in a two-bedroom rental apartment. The mother, father,
paternal uncle, 3-year old twins (boy and girl), and 4-year old preschooler lived in the apartment.
The apartment had a living room, bathroom, and kitchen. The living room had a flat- screen
television, a television stand, a sofa, a love seat, and lamp, and they had a dining table and chairs.
A parking space was provided for their car. The children had some coloring books, crayons, and
a couple of books that had ripped pages.
The Cuevas family lived in a house they shared with the father’s sibling and his family.
The mother, father, a second grader and a preschooler lived in the home with the uncle’s family.
The home had a living room with a flat screen television, a television stand, sofa, love seat,
lamps, and end tables. The children had coloring books, crayons, and books. The home had a
garage for parking.
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The López family lived in a rental apartment. The mother, father, 2-year-old girl, 3-yearold boy, and 4-year-old girl lived in the apartment. The apartment had an open concept and the
kitchen, dining room, and living room were all visible from the living room. They had a kitchen
table with four chairs. The kitchen had a bar visible from the dining room. The living room had
a flat-screen television, a television stand, lamps, end tables, sofa, and love seat. The family had
a parking space for their car. They needed guest parking stickers and they would only get two a
month for only two guests. When they had used these stickers they could not get new ones until
the next month. The mother stated that they had crayons and coloring books in the home.
The Ledesma family lived in a rental apartment. The mother, father, 2-year-old boy, and
3-year-old girl lived with the mother’s sister and family. The living room had a sofa, love seat,
lamp, end table, flat-screen television, and television stand. The apartment also had parking
spaces for the families’ car. The mother stated that the children had crayons, coloring books, and
a few books.
The Torres family was the only one from the study to own their home. The mother,
father, a baby boy, a kindergartener, and preschool girl lived in the home. The house was a
raised ranch. The house had an open concept so the living room, dining room, and kitchen were
visible from the living room. They had a dining room with dining table and six chairs. They also
had a play room in another section of the home (basement). The living room had a love seat,
sofa, end tables, lamps, flat-screen television, and television stand. The children had crayons,
books, and coloring books. However, the mother stated that the kindergarten child was the only
one using the books, as the preschooler may rip the pages. The house had a garage for the
family’s cars.
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Library
The school used the city library. The families and school staff used the library’s special
room for the family activities. This was a large, square open space with chairs surrounding the
perimeter, leaving the middle of the room empty for the children to sit down and read, or dance
and sing with the music. In addition, it had a space for the teachers to perform their theater
activities for the children. It had an entrance to the main library floor and two exit doors. The
teachers had special carts with children’s books that were selected by the librarian. The room had
an emergency exit door and a door that led to the library. The room had a space for families to
hang their coats. Bathrooms were outside of the family room, but the families had access to
them.
Participants
Families Selection
Nine sets of parents and their children were part of the study sample. The real
names of the families and children who participated in the study were changed to pseudonyms for confidentiality purposes. They were selected with the teachers’ support. The
teachers provided me a list of new Hispanic students in the program. Then I met
individually with parents and children to check that the following criteria were met:
(1)

Parents were first Hispanic generation to immigrate to the United States.

(2)

Spanish was the primary language spoken in the home.

(3)

Children were the first in the family to attend the current preschool program
under study.
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These requirements were important because I sought to understand the development of
Hispanic immigrant parents’ educational beliefs and practices while participating in the PEIP
program. The preschool program usually had children who are attending a second year of
preschool and a group of students that are coming into the program for the first time. However,
not all the new students come from Hispanic families. As well, not all of the students who
participated in the program were the first child in the family to attend this program. The sample
used in this study was defined by Lincoln and Guba (1985) as purposive sampling. This means
that the manner in which the sample was selected had a purpose to take into account specific
characteristics of the participants that helped in gathering a group that had similar educational
beliefs and practices. In order to thank parents for their participation in the study, each family
received a $25 gift card from Walmart.
Parents and Children
The mother and father of the Perez family were from Guatemala. The father completed
high school (no report regarding mother’s grade completion). The mother has been living in the
United States for six years and the father for 14 years. The family had just one child and he
attended the preschool program. Both parents work outside the home and they work opposite
shifts so that one can take care of their child. The father was the parent who mostly attended
PEIP due to his work schedule. The mother attended PEIP activities when she had time off
work.
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The parents in the Rodriguez family were from Mexico. The father completed high
school and the mother middle school. The father has been living in the United States for 20
years and the mother a very long time (they did not provide actual years when asked). The
parents have two boys: a 2-year-old and a 3-year-old preschooler. Both parents work outside the
home and they work opposite shifts so that one can care for the children. The father was the
parent who mostly attended PEIP due to his work schedule. The mother attended PEIP activities
when she had time off from work.
The Ramirez family makeup was that of a single mother and son who were living
together. The child’s father lived in the United Stated but had minimal contact with the boy.
The mother was from Mexico. She completed middle school and has been in the United States
for 13 years. The mother had only one child; he was 4 years old and attended the preschool
program. She worked outside the home on second shift. The aunt took care of the preschool boy
in the late afternoon and night when his mother was working. The mother was the only family
member who attended PEIP.
The Alvarez parents were from Mexico and they both completed 11th grade. The mother
has been in the United States for six years and the father 13 years. The family has a 2-year-old
boy and a 4-year-old boy that attended the preschool program. The mother stayed home taking
care of the boys and the father worked outside the home. The mother attended PEIP the majority
of the time and the father participated in an activity if he had time off from work.
The Quiñonez parents were both from Guatemala. The mother completed 4th grade and
the father 8th grade. The father has been living in the United States for 12 years and the mother 7
years. The mother has five children and only the three youngest are from the same marriage.
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The mother had a teenage daughter and son living in Guatemala (no specific ages were reported).
The other three children lived with the mother and father in the United States. Of the children
living in the home, two were 3-year-old twins (a boy and a girl), but they did not attend
preschool at the time of the study because they turned three in late spring and the program was
full by then. The preschool boy was four years of age. The mother stayed home taking care of
the children and the father worked outside the home. The mother was the parent who
consistently attended PEIP; the father attended PEIP activities when he had time off from work.
In the Cuevas family the mother was from Mexico and the father was from Guatemala.
The mother completed middle school and the father 6th grade. The mother was born in the
United States but lived in Mexico for many years and then moved back with her parents to the
United States when she was 14 years of age. The father has been living in the United States for
12 years. There are two boys in the family: a second grader and a 4-year-old preschooler. The
father was the parent who mostly attended PEIP due to working schedules. The mother attended
PEIP activities when she had time off from work.
Both parents in the López family were from Guatemala. The mother completed 6th grade
and no report was given for the father. Both parents have been living in the United States for 10
years. The family has three children: a 2-year-old girl, a 3-year-old boy, and a 4-year-old girl.
The 3- and 4-year-old children attended the preschool program. Both parents work outside the
home, but the mother’s employment was through a temporary agency and she did not have work
consistently. However, the father was the parent who mostly attended PEIP if the mother had
work. Otherwise, the mother attended PEIP when she did not have to work.
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The parents from the Ledesma family were from Mexico. The mother completed middle
school and some high school; no report was given on the father’s level of education. The mother
has been in the United States for about 10 years and the father much longer than that (this is what
the mother reported). The family had a 2-year-old boy and a 3-year-old girl that attended
preschool. The mother stayed home taking care of the children and the father worked outside the
home. The mother attended PEIP the majority of the time and the father participated in an
activity if he had time off from work.
Both parents in the Torres family were from Mexico. The mother completed middle
school and started high school but did not finish. The parents have been living in the United
States for about 7 years. The family had a baby boy that was less than 1 year of age, a 5-year-old
boy that attended kindergarten (did not attend preschool), and a 3-year-old girl that attended the
preschool program. The father owned a landscaping business and the mother stayed home taking
care of the three children. Both parents participated in PEIP, but many times due to the weather
and the new baby, the mother stayed home. During the spring the father had to work and the
mother attended PEIP the most.
Teachers
Mrs. Jones was a current preschool classroom teacher in the program. She has an early
childhood certification from the state where the study was completed. She had worked with
preschoolers in the current school district for 20 years, and was involved in the development of
the current PEIP. Most of the bilingual children in the preschool program were enrolled in her
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classroom. Of the two teachers working in the preschool program she was the one that had some
Spanish skills.
Mrs. Jones’s mother is Hispanic; however, she did not grow up with her family. Mrs.
Jones’s mother did not have a connection to the Hispanic culture or language growing up.
However, she did have a connection to her father’s Italian family. Her paternal greatgrandparents were Italian and spoke Italian. However, her father does not speak Italian. Mrs.
Jones does not feel that she has much multicultural background or knowledge that comes from
her family, but more so from working with the families as a preschool teacher. She stated that
working with Hispanic families has made her want to learn Spanish and to connect more with her
lost Hispanic roots. She also stated that the home visits she made helped her learn more about
the families and their home lives. She also had Spanish books in her classroom for the Hispanic
families to read during family time. Mrs. Jones stated that working with Hispanic families has
taught her about the families’ backgrounds and struggles; and also about how important it is for
them as families to support their children in school and how much they want their children to be
educated.
Mrs. Smith had been a preschool classroom teacher in the program for over 30 years.
She has an early childhood certification from the state where the study took place, and has been
involved in the development of the current PEIP. She holds a certificate to teach English
Language Learners. Mrs. Smith’s cultural background is Swedish and Finnish. Her parents
were first generation, born in the United States. She had minimal exposure to Finnish from her
grandparents, but sometimes times at church she would hear this language. Her parents were not
fluent speakers of Finnish. Mrs. Smith stated that she learned about the Hispanic families and
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the students’ backgrounds from going on home visits and by working with these families
throughout her long journey as a preschool teacher.
Data Collection Methods
Observations
The role of a researcher as a participant observer has been described as one on a
continuum, where a researcher could easily move from observer to participant in order to
understand the settings, the participants, and their behaviors (Glesne, 1999). I conducted
observations as a participant observer, which allowed me to record detailed descriptive data, as I
was part of the school and home environment (Marshall & Rossman, 2011). For most of the
study my primary role was that of an observer within the participant-observer continuum, as I
took field notes regarding the activities that took place in the home and school environment.
Field notes were taken throughout each observation as full field notes and they were expanded at
a later time within a week of the data collection.
Home Observations
Observations were conducted in the homes of the participants between January and May
of 2013 in order to gain information about the parents’ at-home educational involvement
practices. The observations were ideally conducted during a time in which the family (parents
and children) were together as a unit in the home. However, when this choice was not feasible
the observations took place in the home with at least one parent present at a convenient time for
the family. One observation per family was conducted for about 60 minutes.
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School Observations
School observations were completed during family time and library days. The
observations were completed in order to learn how the parent(s) and child interacted with each
other and their surroundings during these activities, as well as how the parent(s) and teachers
interacted during these activities.
The family time program was a daily activity in the classroom during the first 20 minutes
of the day. The child-parent(s) and parent(s)-teacher interactions were observed two to four
times during January and May of 2013 (depending on how often the family was present when I
was observing) for the entire duration of the family time. The observations were completed in
order to learn how parents interacted with their child and the teacher during family time.
Library day was an activity that lasted about 1 hour in length several times a year. I
observed all the families of the study that were present during these activities three times during
the school year during January and May of 2013. The observations were completed in order to
learn how the parent(s) and child interacted during library activities, as well as how the parent(s)
and teacher(s) interacted during library activities.
Interviews
Parent Interviews
The interviews conducted with parents were done in Spanish, as it is their—as well as
my—native language. Esposito (2001) found in his study that when research was conducted in a
different language than that of a researcher, the ability to lead the discussion and /or redirect the
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discussion based on new comments from the participants was lost. In order not to lose any
information throughout translation, the data was analyzed in the language in which it was
originally collected (Spanish). I am bilingual and bi-literate and therefore was able to analyze
the data in the language in which it was originally collected. Only the parts of the interviews that
are used in text (results and findings) were translated into English for the benefit of those readers
who cannot speak Spanish. Additionally, all data collected (i.e., observations and interviews)
were completed by me.
Parents in the study were interviewed between January and May of 2013 in a session
lasting approximately 60 minutes each. All but one of the interviews were conducted in my
school office. The interviews were completed prior to the home observations, but in between the
school activities observations.
The interviews began with structural questions that helped elicit the following
information: learn about the educational experiences of the parents in their country of origin;
learn about the parents’ educational beliefs and practices while participating in a PEIP
throughout the school year, and learn about the parents’ perceptions regarding the PEIP program
(see Appendix A for English form and Appendix B for Spanish form). I tried to arrange all the
interviews so they would develop as conversations so as to make parents feel comfortable
relating personal information. By shaping the interviews as conversations, parents seemed more
relaxed when answering personal questions. Additionally, I was able to further expand on the
responses given by the parents during the interview, which made each interview unique to that
person/family. Furthermore, this study was of a qualitative nature, which allows for fluidity in
data gathering. Lincoln and Guba (1985) refer to emergent design as one that cannot be
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designed a priori because the inquirer would not be able to guess the multiple realties that may
appear during the study. In other words, the set of questions brought to the interviews should not
be set in stone as if they were a binding contract (Glesne, 1999). This refers to the development
of interview questions made a priori, as I could not guess the family’s life background and what
the parents’ responses were going to be. The initial questions were just made to open the
conversation in order to develop additional questions that were meant exclusively for that
specific parent/family. Some families extended the interviews by adding additional background
about their family life, which showed that they felt comfortable sharing personal information
with me.
Teacher Interviews
Teachers were interviewed between January and May of 2013 using the in-depth
interview method (Marshall & Rossman, 2011). In each interview session the teacher and I
focused on discussing the teacher’s perceptions of educational beliefs and practices of each
family separately. The interview helped me gather the teacher’s perceptions about the parents’
at-home and at-school educational involvement practices throughout the school year (see
Appendix C). The interview was somewhat structured in order to gain specific information from
the teacher regarding the parents’ educational practices. Patton (2002, as cited in Marshall &
Rossman, 2011) described the guided interview as a typical type of interview used in qualitative
research. The guided interview is more of a structured interview, as the interviewer prepares a
set of questions prior to the interview. However, I allowed for the development of additional
questions during the interview that helped me gather as much information as possible from the
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teacher’s experiences. Lincoln and Guba (1985) described their first axiom of the naturalistic
paradigm as the nature of reality. This refers to the multiple realities that can be studied
exclusively as a whole and that the continued inquiry of the different realities will certainly raise
more questions.
Data Analysis
The observations and interviews were initially analyzed using descriptive coding, in
which codes connect to the topics in the data collected in the way of a word or short phrase
(Saldaña, 2013). Descriptive coding can also be described as open coding, which allows a
researcher to name, differentiate, and identify the concepts that are significant to the data
collected (Emerson, Fretz, & Shaw, 2011). The data underwent pattern coding as a second cycle
of coding, which helped me summarize the data into smaller sets of themes that were more
meaningful elements of data analysis (Saldaña, 2013). An example of the codes were as follows
for the first cycle of coding: books, coloring books, crayons, pencils, puzzles; this was then
coded during the second cycle of coding as school-related materials in the home. I also used
attribute coding to organize the background information (e.g., country of origin, language
spoken in the home) of the participants (Saldaña, 2013).
Codes were determined from the original words of participants’ interviews and my
original observation notes. Coding was carried out by finding similar answers to the same
question between subjects, as well as when subjects engaged in similar behaviors while being
observed. Codes were given specific names that relate to a common topic found within the data.
This allowed for the analysis of the data to connect to common topic found during interviews and
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observations. The data was coded manually four times (twice for initial coding and twice for the
second cycle of coding) in order to ensure that it had been coded with the best possible topics.
The purpose of manual coding was to keep the data in the original languages and focus on topics
rather than words. The study had families from different Latin American countries, and different
words may have had the same meaning (including colloquial language), so I was able to code
them under the same topic, as I am proficient in Spanish. In addition, the amount of data
collected was manageable manually.
Trustworthiness of the Study
Trustworthiness is defined as the way in which an investigator can convince readers that
the findings are worth taking into account (Lincoln & Guba, 1985). In order to demonstrate
trustworthiness, Lincoln and Guba (1985) described four criteria in which the naturalistic
inquirer can meet trustworthiness:
1. Credibility refers to the internal validity of the study, which refers to a causal
relationship between two variables in a quantitative study. In a naturalistic study there’s no
cause-and-effect relationship that is known prior to the study. The participants create their own
multiple realities and a researcher tries to understand these as part of the participants’ culture and
not as a cause-and-effect relationship.
2. Transferability refers to the external validity of the study, which in terms refers to the
generalizability of the study when performing quantitative studies. In a qualitative study,
findings cannot be generalized to populations of similar characteristics because they may be
unique to a group in a specific time and place. However, by providing quality data other
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researchers interested in studying a similar population in a similar context at a different point and
time may be able to reach a conclusion as to whether findings can be transferred.
3. Dependability refers to reliability, which deals with stability, consistency, and
predictability in a quantitative study. Naturalistic studies focus on people, who are constantly
changing, thus reliability (dependability) in naturalistic studies focuses on these observed
changes. Lincoln and Guba (1985) state that there is no validity/credibility without reliability/
dependability and that validity/credibility is sufficient to establish reliability/dependability.
Since triangulation establishes validity/credibility, then it should in turn also establish
reliability/dependability.
4. Confirmability refers to the concept of objectivity in quantitative data collection. In a
naturalistic study a researcher uses techniques such as triangulation to support that the data
collected is, as much as possible, bias-free.
My Background, Role at the Research Site,
and Assumptions Regarding the Study
I was born in New York to a Puerto Rican father and an Ecuadorian mother. I moved to
Puerto Rico at the age of six and completed all my schooling there up to a master’s degree. My
cultural background is Hispanic and my native and dominant language is Spanish. I grew up in a
typical middle-class home in Puerto Rico and was raised with similar values to those of my
schoolmates and friends. I moved at the age of 26 to a city in the United States to complete my
internship for school psychology. There I learned about bilingual education and about Mexican
culture, as the majority of the children and families I worked with were from that background. I
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then became highly interested in bilingual education. Later on, as the years went by, I worked
with the preschool Spanish-speaking population for several years and became highly interested
in their at-home early educational practices, as I noted that the preschool-age children of
Hispanic background performed the lowest in preschool screening tests compared to other ethnic
groups. This was the basis for my interest in learning more about immigrant Hispanic Spanishspeaking families and their at-home educational beliefs and practices. I was interested in having
these families share who they are and what is important for them when raising their child so that
school teachers working with this population become more sensitive to these students and their
families, their cultural background, cultural differences, and the needs that may arise, as they are
immigrants of the United States and may need support to navigate the school system.
Currently I work as a bilingual school psychologist in the Midwestern United States. I
have been working in this school district for the past seven years. As a bilingual school
psychologist, I conduct preschool screenings and assessments for bilingual and English-speaking
students ages 3-5. I also support parents to help them understand when their child has a
disability or has any difficulties with behavior and/or learning in school. The main contact that I
currently have with the preschool program in the district is during preschool screening, which
occurs approximately eight times a year. The screening helps in determining which students
qualify for the preschool program. After the screening, I don’t have much contact with the
families unless their child demonstrates developmental delays in school and needs further
evaluation. I am only familiar with families that have older children who receive special
education services, of which there are very few families in a year. At the time I conducted this
study, I didn’t have much of any type of relationship with the families in the preschool program,
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which helped in reducing study bias due to previous relationships with these families. The
families participated in a volunteer manner and deception was not used. They were asked to
participate in a study that will help me better understand the families’ experiences with the PEIP
program as parents that were newcomers to the United States and the educational system.
Being of Hispanic descent, I was raised in very similar ways in which the parents in the
study may be raising their children. I was taught by my mother that the teacher is always right
and that your function in school is to learn. If I misbehaved in school or at home, that was
considered to be a sign of poor education/morals (pobre educación) or poorly educated (mal
educada). I currently see this with many of the families I work with. The first question they
have for a teacher is, “How is my child behaving?” and the second question is about their
academics. For my family and my circle of friends, education in Spanish meant being wellbehaved, having good morals, and doing well in school. Teachers were highly respected by the
parents, as well as by the children. The families I have worked with show high respect for
teachers and always asked the teachers for support in helping their child if the child is not doing
well in school. Both of my parents were highly involved in early readiness skills practices in the
home. My father bought us an encyclopedia and the classics of literature, as he wanted us to be
highly educated. I received much support from my mother, who was a teacher, in my early
school years, as I needed to learn academic skills in Spanish after moving from the United States
to Puerto Rico. The reasons that my family and I are somewhat different than the families in this
study is that we were considered middle class in Puerto Rico, my mother had a teaching degree
from her native country of Ecuador, and was able to use her teaching-school skills to support me
academically, my father had two years of college completed in New York city and was a general
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manager of a company in Puerto Rico, and we lived in a Spanish-speaking country. Yet, in some
ways my background and upbringing may be similar to the families in the study, as I am
Hispanic and grew up in a Spanish-speaking country.
I considered my background and the ways it could influence me when asking questions
during interviews or how it could affect the way in which I analyzed data. I was aware of the
possibility of not being totally impartial in my analysis, as I could focus on my own beliefs and
guide findings that met my own cultural background and expectations. To minimize bias, I
triangulated data in the analysis process. As well, I am highly aware of my background, and the
point of completing this research is to give a voice to these immigrant families so they will be
able to share their stories, educational backgrounds, educational practices, and beliefs with
educators. As part of this study, therefore, I constantly reflected on my observations, home
visits, and interviews throughout, sharing my thoughts with other Hispanic educators and taking
into account their feedback about my analysis of the information. Additionally, I have
considered that my role as a school psychologist in the same setting where I conducted the study
may have influenced parents’ and teachers’ answers during the interviews, as well as their
behaviors during the observations. However, because the idea was to study a unique form of
PEIP that is only provided in my current school district, this was a risk I had to take.
Furthermore, I can state that since I continue to work as a school psychologist in the same school
district and program I have observed how many of these families that have multiple children
continue to register their children in the preschool program and continue to attend PEIP. So, in
essence, it seems to me that the participants were honest during their participation in my study.
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Consent Forms
Some of the families that participated in the study could have been undocumented, and
this is why I requested that the Institutional Review Board allow me to waive the signed
informed consent document for the parent(s)/guardian(s), parent(s)/guardian(s) consent for
recording the interviews, and the parent(s)/guardian(s) permission for their child/children to
participate in the study. Instead, verbal consent was obtained from parent(s)/guardian(s) to
participate in the study and have the interview recorded (see Appendix F for English form and
Appendix G for Spanish). As well, parent(s)/guardian(s) verbal permission for their
child/children to participate in the study was obtained (see Appendix D for English form and
Appendix E for Spanish). The children who participated in the preschool program under study
were between the ages of 3-5 and an assent was difficult to obtain, as they did not understand the
information being asked. This is why I asked the children in a very simple manner if it was okay
if I watched them play with their parents in school and at home (see Appendix I). The classroom
teacher(s) were asked to participate in the study and to sign a written consent form if they agreed
to do so (see Appendix H). The written consent forms and the verbal consents were used to
inform participants about the study and their voluntary participation. In addition, they were used
to assure the participants that the information collected would not reveal their identity in any way
and that they could stop participation in the study at any time. The consent form also stated to
participants that they would receive a gift at the end of the study as a thank-you gesture from me
for participating in the study.
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School District Permission
I provided the school district’s superintendent with the introduction of the study and
sample interview questions for parents and teachers. He also interviewed me regarding the
purpose of the study and asked what I would do if I discovered any child abuse in these families.
My answer was that I would inform DCFS (the Department of Child & Family Services), as I am
a mandated reporter by the state serving in a public-school setting. The superintendent approved
my study to be conducted in the school district by signing the permission form provided on
11/8/2012 (see Appendix J).
IRB Process
The IRB form was submitted after the proposal was approved by the dissertation
committee. The data collection began after written consent from the IRB was obtained. (See
Appendix K).

CHAPTER 4
FINDINGS

Introduction

The primary purpose of this study was to better understand how Hispanic
immigrant preschool parents described their educational beliefs and practices during their
participation in a parent education and involvement program (PEIP) in a United States
preschool. The participants in this study were part of a parent education and involvement
program (PEIP) in their child’s preschool program. The nine families that participated in
the study were all new to PEIP, the parents were first-generation Hispanic, and their
children were the first generation to attend school in the United States. In addition, it
was important to gain knowledge about the Hispanic immigrant preschool parents’
educational experiences in the country where they grew up in order to have a better
understanding of their educational background and how it compares to education in the
United States. Furthermore, I was interested in understanding Hispanic parents’
perceptions regarding the PEIP program and the ways in which they participated in PEIP.
As well, teachers’ perceptions of the at-home and at-school parents’ practices while
participating in PEIP were captured in the study. I start this chapter reviewing family
demographics, then I present how I gained access to the families, and finally I discuss the
different themes that emerged from the study.
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Family Demographics
Parents reported living in the United States between 6 to 14 years. There were
8 families with both parents living in the home and one single-parent family. It seemed that
mothers’ and fathers’ participation in the parent education and involvement program (PEIP) in
school relied heavily on their work schedules. In 4 of the families in the study, both parents
worked outside the home, and they worked different shifts so they could take care of their
children. In 4 other families, the fathers worked outside the home and the mothers stayed home
taking care of the young children. The single mother also worked outside the home and the
family member with whom she shared the apartment helped take care of her child while she
worked. The numbers of children in each home fluctuated between one and five, and four out of
nine families had two children each. Two parents completed high school, seven parents
completed middle school, and three of the parents who completed middle school attended high
school for a few years but did not finish. One parent completed 4th grade, two parents completed
6th grade, and one parent completed 8th grade (middle school is up to 9th grade in Mexico and
Guatemala). From 17 parents participating in the study, school years were only provided by 13
parents, as not all parents were interviewed, nor could their partners recall their years in school.
Ten parents were originally from Mexico and seven parents were originally from Guatemala.
The majority of the families (six) lived in apartments. Three families lived in a house: one of
these families shared the house with extended family; one family owned their own home; and
one family rented the basement of a house (see Table 9).

Table 9
Family Demographics
Family
Name

Father Living
in the Home
and Years
Living in
the U.S
Yes
13

Parent(s)
Participating
in Program

Working
Outside the
Home

Number
of
Children

School Level
Completed by
Parents

Country
of Origin

Rent or Own
Home

Alvarez

Mother Living
in the Home
and Years
Living in
the U.S.
Yes
6

Mother

Father

2

Mexico

Apartment

Cuevas

Yes
Since age 14

Yes
12

Father

Both Parents

2

Yes
10

Yes
A long time

Mother

Father

2

Mother Mexico
Father
Guatemala
Mexico

House share
with Family

Ledesma

Mother &
Father
11th grade
Mother M.S.
Father
6th grade
Mother M.S. &
some H.S.

Yes
10

Yes
10

Both Parents

Mother
6th grade

Guatemala

Apartment

Yes
14
Yes
12

Father

1

Father H.S.

Guatemala

Mother

Father

5

Guatemala

Ramirez

Yes
13

No

Mother

Single
Mother

1

Mother
4th grade
Father
8th grade
Mother M.S.

Basement of
house
Apartment

Quiñonez

Yes
6
Yes
7

Both Parents
Mom is more
temporary
Both Parents

3

López

Mexico

Lives with Family
in Apartment

Rodriguez

Yes
Since age 20

Yes
A long time

Father

Both Parents

2

Father H.S.
Mother M.S

Mexico

Apartment

Torres

Yes
6-7

Yes
6-7

Both Parents

Father owns
landscaping
company

3

Mother M.S. &
some H.S.

Mexico

Owns House

Perez

Apartment
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Experience with the Families
This section is about the unique experience I had asking parents to participate in the study
and visiting their homes. Classroom teachers were the first to speak with the parents (using their
classroom aides to translate) about participating in this research project. They asked parents if
they were willing to speak to me privately about the research project without any commitment to
participate until they have heard what the participation entailed. I called each family and made
appointments that coincided with the time their child was in school to make it easier for them to
meet with me and to only come to school once on a given day. Each parent agreed to meet with
me without any difficulties. The parents were very polite and seemed comfortable when they
met with me, perhaps because I work in the school, I speak fluent Spanish, and I am Hispanic. I
explained to each parent the reasons for my study, and they all appeared to agree with the need
for the study. Overall, none of the parents were opposed to participating in the study. In
addition, some parents asked me to speak to their partners to learn if they also wanted to
participate in the study, as both of them participated in the PEIP program. Some parents
attended PEIP together or individually depending on their work schedule and the school activity
of the day. For example, many times one parent attended a field trip as the other parent worked
or both parents attended the library day activity as this was a short activity.
I visited nine families in their homes one time. Some families had the time for two visits,
but the majority had a very busy schedule and a second visit was difficult. All families received
me with open arms and a smile. They invited me into their homes and to have a seat; some even
offered me something to drink. The preschool children and other children in the home were very
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polite and happy that I was there (e.g., a 2nd grader knew me from another school I work in and
seemed happy I was visiting his home). Some of the children were somewhat shy at the
beginning of the visit but they eventually warmed up to me and seemed comfortable with my
presence in the home as the visit went on. I brought with me different learning materials (i.e.,
books in Spanish, coloring books, crayons, puzzles, and matching card games) and all the
children were very eager to use the materials I had.
When speaking to families about their living space (apartments), several family members
expressed how expensive their apartments were and that they were trying to find a place that was
more affordable but still in the same city so that their children could attend the same school
district. The single mother (currently living with extended family in an apartment) expressed that
she was trying to move out on her own, but that it was hard with a one parent-salary. Another
family (living in an apartment complex), shared their home with the mother’s brother as they
expressed how expensive it is to rent for one person and they (family) had to help each other (in
this family only the father worked). In addition, another family shared their apartment with the
mother’s sister, husband, and children (in this family, too, only the father worked). When I was
trying to find parking in many of the apartment complexes that I visited, they had no visitorassigned parking except for a few spaces. One particular family explained that they had visitors’
passes for their apartment complex, yet they only received two passes a month and if they used it
once (it had the current date stamped) they could not receive visitors with a vehicle after they
had used the pass, as the vehicle could be towed.
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Parents’ Initial Perceptions Regarding PEIP
Well, I had no idea of how this was going to be because in my country it is different. /
Pues no tenía ni idea de cómo era porque en nuestro país es diferente.
(Parent’s initial perceptions regarding PEIP and early readiness skills)
The parents in the program appeared not to have a clear understanding regarding the
PEIP program in which they were going to participate. Mrs. Ledesma stated:
I did not think that I was going to waste my time because this was about school. But I did
ask myself, “What will we do? (Will they comment on our children?”)./Tampoco
pensaba que iba a venir a perder el tiempo porque son cosas de la escuela. Pero yo si me
preguntaba “¿Qué iban hacer? (¿Si nos iban hacer comentarios sobre los hijos?”).
As is evident from her comment, this mother was not told what the program was going to be
about and what would her role was going to be during PEIP. Yet she knew it was important,
as it was school-related. She thought that because she was going to be in the classroom, the
teacher may be talking to her about her child with regard to school and her child’s behavior,
which—she had mentioned to me during the interview—was at times challenging at home.
Another parent, Mrs. Quiñonez, also seemed to have no understanding about the PEIP program
and she stated:
Well how do I explain this; in the beginning I did not know anything about the schools in
the United States. This is the first child of mine that attends a United States school. I took
my children that live in Guatemala to school, but it’s not the same because over there
they only have parent meetings to talk about their grades and here it is different. I like the
program…./ Pues como le digo, yo al principio yo no sabía nada de acá (US) de lo de la
escuela. Porque es mi primer niño que no tengo acá (US) en la escuela. Yo mis niños en
Guatemala yo los lleve a la escuela. Pero no es igual, porque allá no se hacen reuniones
excepto cuando se va a platicar de los niños y sus calificaciones. Pero es bien diferente.
A mí me parece muy bien el programa….
All the parents in the study immigrated to the United States and have not had any prior
contact with United States schools, with the exception of the Cuevas Family, who had a 2nd
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grader. Yet, the Cuevas Family had no experience with the program under study. Mrs.
Quiñonez, as with other parents in the study, did not have a similar encounter with schools in
their native land, as parents only attend school to talk about academic progress. Even though she
did not understand what the program was about at the beginning of the school year, she ended up
liking the PEIP program.
It was interesting that the teachers perceived that the parents were not comfortable at the
beginning of the school year when participating in PEIP since the teachers have been working in
the preschool program for over 20 years and developed PEIP about 10 years ago. Mrs. Jones, a
classroom teacher, reported on Mrs. Ledesma’s comfort level while in the program:
Mom is extremely comfortable participating and initially I think because it was a brandnew experience and it’s an English-speaking program; parents are hesitant but I think
after a while once things calm down, and my aide speaks fluent Spanish, that the kids are
happy and Camil is telling her what goes on at home, and Camil is telling her what goes
on at school and then we’re hearing what goes on at home. So then you know there’s that
back and forth, there’s that connection.
It appeared that Mrs. Ledesma was not comfortable toward the beginning of the year when
attending PEIP, as she was not sure what was happening. She does not speak English and the
program is in English. Parents who don’t speak English mostly learn by observation and the
classroom aide speaks Spanish and at times will help the parents with translations. It appears
that the parents are more comfortable after they understand how the program works.
Additionally, if parents observe that their children are happy and are sharing with them their
experience in school that helps the parents be more at ease. Although children attending school
for the first time will be anxious when the parents leave and they stay at school and some may
cry, they eventually get used to the school environment and enjoy being in school.
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The parents in the study seemed to think that the children may have been too young to be
taught early readiness skills in the home, yet after participating in PEIP they seemed to have
noticed what type of lessons the children were ready for. During the interview with Mrs. López
she stated, “Before, I thought that they should teach the children in school because they are
young and [I] did not read to them./Antes pensaba que le enseñen en la escuela porque están
chiquitos y no les leía.”
Mrs. López wanted their children to attend school; she and her husband made many
sacrifices to get the children to school and when observed, they always tried to engage their
children in the school task during PEIP. However, both parents had minimal schooling in their
country of origin and their own parents did not really work with them in developing early
readiness skills, so it was something this family was not used to doing. Although the parents in
the study valued education, many of them seemed to have minimal to no awareness of early
readiness skills that they could have practiced with their young children before starting school.
Mrs. Torres had three children: Reina, the preschooler who was 3 years of age, a 1-yearold boy, and a kindergarten boy who never attended preschool. Although this family had their
own business and their own home and did well financially for themselves, they did not seem to
be aware that younger children could learn early readiness skills. Mrs. Torres shared during the
interview, “I never read to them when they were young, not even to the oldest./Desde que ellos
eran chiquitos nunca les leía ni al más grande.” Before participating in PEIP Mrs. Torres did
not know the importance of reading early on to her children and stated that she never read to
them before being in the program. Mrs. Torres almost finished high school and seemed to be a
good mother and very caring about her children. However, she did not have experience with
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what preschool looks like in the United States or perhaps with what young children are capable
of accomplishing at an early age with regard to early readiness skills.
Similarly, Mr. Rodriguez shared with me during the home visit that the preschooler and
the 2-year-old boy have a hard time sharing and he and his wife were afraid that they boys will
rip a book and this is why he does not like to borrow books from the library. Although he
engaged with his son during PEIP times in reading, he did not have books at home for fear that
the children would break them during a fight and stated that the children had coloring books
instead. (All of the parents had coloring books and crayons that I observed during the home
visits.) Another parent, Mrs. Quiñonez, shared with me during the home visit that the children
have different toys, books, and coloring books, but the twins—who just turned 3 years of age—
break the books and that they peel the crayons and break them. Yet, she stated she had some
books. Per observation, the children had just a few books that appeared ripped. Most of the
families did not have many books and some had no books in the home. One reason for this could
have been financial, as young children tend to rip books and the parents would not want to invest
money if they had to throw the books away. Another reason could also have been that many of
the families in the study did not read to their young children prior to participating in PEIP.
Overall, these parents themselves did not appear to have experience with the United
States early readiness practices, as it appeared that some believed the children were too young to
practice some of the preschool activities. Some parents did not know that developmentally
young children may rip the pages of the book and that is okay and the reason why it is best to
have hard-cover books for young children. Even when parents were unfamiliar about what the
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preschool and PEIP programs were like and what to expect from them, they still attended these
programs because they valued formal education.

Families’ Lessons in the Home

Behave well, listen to the teachers, and respect the adults. / Que se porte bien que
escuchen lo que dicen sus maestros y que respete a los mayores. (Parent’s view of what
is important to teach children at home before they go to school)
The parents in the study believed that children have to be able to respect adults. The
parents believed that children should show respect to their teachers by listening to what they say.
In the Hispanic culture, when adults view a child as educated, they refer to a child that is
respectful to adults, and knows good from bad, in addition to becoming academically instructed.
So, in Spanish the word educación has two meanings: learning of knowledge and learning of
morality. Mrs. Alvarez spoke about what educación means for her:
It is also school, but much earlier is what they teach you at home, like how to respect
others. Treat others with respect so that they respect you. This is in addition to school
education. Education also starts in the home./Pues es si también escuela pero más antes
es lo que te enseñan más antes en la casa como respetar a las demás personas. Tratar
con respeto a los demás para que te respeten. Aparte de la educación de la escuela,
también empieza en la casa.
Mrs. Alvarez is trying to convey that before children go to school they are being educated at
home because parents are teaching their child to respect others so that they can also be respected.
She states that educación begins in the home before children attend school. She is trying to
convey that in order to behave and do well in school a child should be taught respect early in life
so that they can carry this lesson with them throughout their lives.
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Another parent also expressed how good behavior is a must for her daughter to have in
her early years. Mrs. Ledesma stated:
I always tell Camil to behave well and listen to the teachers. Because at times she does
not want to listen and she ignores us. I tell her, “You don’t need to be like that; if
someone does that to you, you would not like it. If they talk to you, you need to respond.”
I tell her, “You need to respect the adults and should not behave that way…”./ Lo que yo
siempre le digo a Camil, que se porte bien que escuche lo que le dicen los maestros.
Porque a veces a nosotros nos ignora y no nos quiere hacer caso. Y le digo, “No tienes
que ser así porque; si alguien es así contigo, no te gustaría. Si te hablan tienes que
responder.” Le digo, “Tú no tienes que ser así tienes que respetar a tus mayores….”
Mrs. Ledesma seems worried because she is trying to teach good manners to her daughter
and at times she may not be well-behaved. She is worried that she will disrespect the teachers
while in school, which is why she tries to instill in her respect for the teachers in school.
Additionally, Mrs. Ledesma wants her children to be respectful with the adults in the home. The
Hispanic parents in the study seem worried about their child’s behavior and want to make sure
their children are well-behaved in school.
Mrs. Jones reported how important it is for Mr. Cuevas that his son is good in school:
“Making sure that Jaime’s work is correct or he is doing what he’s supposed to be doing. Again,
there’s that whole behavioral piece that comes in again: kiss him goodbye—‘Behave!’”
Mrs. Jones has worked with many Hispanic families for the last 20 years and she stated
during the interview that, based on her experience, she views Hispanic families as placing a high
value on respectful children. Mrs. Jones noticed that Mr. Cuevas, the parent of one of her
current students, values good behavior from his child. Most of the Hispanic parents in the study
do not want their child to misbehave in school and this is why the parents make sure that they
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say this to their children: “Behave!/¡Portate bien!” Equally, Mrs. Torres stated that before her
children attend school they need
to learn to defend themselves without physical aggression. To learn if something
is not right and not to be disrespectful. Not to learn bad behavior from other
children. I like to know what my girl is doing, how does she behave, and the
activities she does./Que aprendan a defenderse, no a golpes. Que aprenda si está
mal algo, que no sean groseros. Y que no aprendan cosas malas de otros niños. Y
me gusta saber lo que la niña hace, como se comporta, y las actividades que
hacen.
Mrs. Torres wanted her children to be respectful even if they are bothered by
other children in school. She would like her children to learn how to defend themselves
but still be respectful by not using violence. She seems to think that children could learn
bad behavior from observing others and she wanted her children to understand right from
wrong so that they could behave in school. Many parents that I have worked with always
state that their children are learning bad behavior from others in school. Mrs. Torres
seems to fear that this could happen and would like to prevent it. She hopes that her
child knows good from bad and chooses to be good and respectful. She focused on
Reina’s behavior as something important to have under control before starting school, as
she stated during the interview. Other parents had similar feelings to Mrs. Torres about
trusting their child’s behavior. However, most of the parents mentioned that it is
imperative to learn to be respectful as part of one’s education and that this is learned at
home.
For the Hispanic families, doing well in school and having a career are very
important for their children’s future. However, they believe that before their children can
go to school and learn academics they should learn about respect at home. The children

93

should know to distinguish good from bad and must learn that they need to behave well
in order for them to be considered “educado/educated.” A child who lacks respect for
adults and others is considered to be “mal educado/badly educated” in the eyes of
Hispanic families (Valdés, 1996).
Families’ New Practices

Now I know I have to teach them even if they are very young because they have learned a
lot./ Ahora sé que yo le tengo que enseñar aunque estén chiquitos porque han aprendido
mucho. (Parent’s perceptions regarding PEIP and preschool after participating in the
program)
The parents learned that even though the children were young, they could learn to focus
when a story was read to them or could learn to use scissors safely. Mrs. Jones noticed a change
in parents regarding the latter and explained how Mrs. Torres came to understand that her child
could learn to use scissors at an early age:
Initially they were like, I’ll do the activity because I’ll take over the scissors. But then
once she started and she saw and when she understood that this is part of them learning…
I think mom gets it big-time….
Mrs. Jones noticed how Mrs. Torres, like many other parents in the program, was initially
nervous about letting the children use scissors and she took over the task. Yet, as she started to
observe and learn that children can learn how to use scissors safely, even at a young age, she
relaxed. Mrs. Jones felt that Mrs. Torres understood what her daughter needed to learn at the
preschool age—not only to use scissors, but she needed to read to her as well. Mrs. Torres
reported that she learned the importance of reading early to her children, but she also stated that
the program is good,
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I have learned many things; you learn a lot of things. I learned things that I did not know.
I learn to coexist more with them, to have a little more patience, because sometimes we
do not have patience. I learned that it is very important to read to them. I like to
participate in the program./Es muy bueno, yo he aprendido muchas cosas; aprendes
demasiadas cosas. He aprendido cosas que antes no sabía. Me ayuda a convivir más con
ellos, tenerles un poco más de paciencia, porque a veces no la tenemos. Y aprendí que es
muy importante leerles. Me gusta participar en el programa.
Mrs. Torres was appreciative of the program to spend time with her daughter. She liked
that she learned to be patient with her daughter as she felt that at times she was not. Perhaps,
looking at how the teacher and other parents worked with their children helped her learned to
have more patience with her child Reina. Mrs. Torres also learned the importance of reading to
her child at a young age. Although she had a child attending kindergarten, she did not seem
aware of the importance of reading to children at a younger age. Yet, she appeared to know how
to help her children learn early readiness skills after participating in the PEIP program.
Many parents saw the preschool program as something very positive that helps children
learn before kindergarten, as well they thought that PEIP was a good program for them as
parents. Mrs. Ramirez stated:
Now that he goes to school I read more to him. Before he started school he wanted me to
tell him stories and I made them up. The program has helped me to read more to him. I
am teaching him his name as he can’t write it nicely. I help him color inside the lines.
Also that he learns how to cut. /Le leo más ahora que va a la escuela. Pero a él le gustaba
que yo le hiciera historias y me las inventaba antes de que viniera a la escuela. El
programa ha ayudado a que le lea más. Le estoy enseñando su nombre, lo hace todo
volteado, le estoy enseñando a hacerlo más bonito. Le ayudo a pintar en la línea. También
que sepa como recortar más.
Mrs. Ramirez seemed that she was supporting her child at home with early readiness
skills before starting PEIP by reading and making up stories to tell her son. Mrs. Ramirez made
up stories to tell her son and this should be considered an early readiness activity because it
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provided her son with background information, vocabulary, and listening skills. Yet, she stated
that she liked the PEIP as she viewed the program as one that encouraged her to read more to her
child. As well, it appears that she began to be aware of other early readiness skills that involved
more of a fine motor skill and she began to work more on these fine motor tasks with her son at
home.
The activity that parents most reported to practice after being in PEIP is reading.
Mr. Rodriguez stated:
Before we did not read with the children and now we take it as it was homework every
day. Perhaps 10-20 minutes is not enough to read a book well with our child. We learn
what the teachers do and we practice that./ Antes uno no se ponía a leer con los niños y
ahorra una agarra como si fuera una tarea diaria. Igual quizá 10-20 minutos no
alcanzan a uno para leer bien un libro con un niño. Aprendiendo lo que hacen los
maestros y ponerlo en práctica.
Mr. Rodriguez reported that he did not read with his children at home before starting
PEIP but he feels that he has learn a lot form the teachers throughout his participation in PEIP. It
seems that he tries to use what he learns from observing the teachers with his child in the
classroom and uses those skills with his children at home in activities such as reading. Mr.
Rodriguez seemed to feel serious about the teachers’ recommendations to read 10-20 minutes a
day with their children and although he felt it may not be enough time to read a story, he felt that
he was doing some reading in comparison with what his early readiness practices were before he
started PEIP.
Similarly, Mrs. Alvarez had positive thoughts about the PEIP:
It’s helped me learn how to teach my children. I learned how to read stories to them,
make different activities, and play with them. I have liked it a lot and we have fun at
home with all the things we learn in school./A mí me ha ayudando mucho porque uno
aprende hasta como enseñarlos a los niños. Y aprende uno a como leerle los cuentos,
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hacer las actividades, y jugar con ellos. Me gusta mucho y nos entretenemos más en la
casa con lo que aprendemos en la escuela.
Mrs. Alvarez seems to enjoy her participation during PEIP and appears that she has
learned the early readiness skills that she needs to practice with her young children. She seemed
very enthusiastic about her participation in the program and learning how to read to her children.
It also seems that she uses what she learned during PEIP at home with her children. Mrs. Alvarez
appears to be very involved with her children and tries to get them to learn what she now
believes is important for them to be successful in school.
Most parents in the study liked participating with their child during family time
because they had quality time with their child, especially if they had the opportunity to just be
with their preschooler and not all their children. When the parent could spend quality time with
their children during the 20 minutes of family time, they believed that their children enjoyed that
time spent with the parent. Both parents and children seemed very appreciative of the 20 minutes
with their child. Mrs. Quiñonez stated about the family time:
It is very important for me. I take Eduardo and I see all the other children reading. As a
mother it is important for me to read to him. Eduardo likes for me to be there with him
when his father brings him he tells me mommy you also have to be here./ Para mí es muy
importante. Yo llevo a Eduardo y yo veo que los demás niños están leyendo. Y como
madre es importante que yo le lea. Y a Eduardo le gusta que yo esté ahí con él, cuando lo
ha llevado mi esposo me dice mami tú tienes que estar aquí.
The 20 minutes during family time were important for Mrs. Quiñonez, as she could spend
time reading to her child and it was also important for her son to have his mother there in school.
Perhaps her son felt that those were 20 minutes of the day were for him and his mom could
spend quality time together and he seemed to like his mother to read to him. Mrs. Quiñonez
seemed to like to spend quality time with him and view the importance of reading to her child at
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a young age. Similarly, Mrs. Alvarez also enjoyed the PEIP activities as she is recommending
parents to:
Join the program. For example, the 20 minutes that we spend with the children you learn
to coexist with them and read them stories. Jesus likes that I spend 20 minutes with him
in school and it helps him feel secure. I would recommend to other parents to register and
participate in the program because is a good program. /De que vinieran a este programa.
Por ejemplo, el que viene uno los 20 minutos aprende a convivir con ellos y a leerles
cuentos. A Jesús le gusta que pase los 20 minutos con él en la escuela y se sienten
seguros. Les diría que se inscriban y que participen que es bueno.
Mrs. Alvarez liked the program and would recommend it to other parents because she
believed it helps them learn to share more time with their children but also they could learn
readiness skills. Additionally, that their children could enjoy a special time spent with the parent
and also that it may support the child in becoming emotionally more independent.
Similarly, Mrs. Ramirez stated that she liked the program:
I like the program a lot and I am very happy. I think that now that he is just starting I
should be there with him. Due to my work schedule I cannot share much time with him. I
say at least 20 minutes I have to be with him in school and I enjoy it. /A la verdad si me
da mucho gusto y si estoy contenta. Yo digo más ahorita que el va empezando creo que es
bien importante yo estar con él. Y por mi horario de trabajo pues casi yo no puedo
convivir con él. Digo que bueno aunque sea 20 minutes que me toca estar aquí (escuela)
si los disfruto con él.
Although Mrs. Ramirez was a single mother who could not spend much time with her son
in the afternoons and nights because she had to work, she took time to participate in PEIP and
felt that this was beneficial to both her son and herself, not only to improve his early readiness
skills but also to help her child have more confidence in himself. On the other hand, Mrs.
Quiñonez and Mrs. Alvarez, who were stay-at-home mothers and had much time to be with their
sons and read to them at home, also stated that (a) the PEIP program was beneficial in allowing
them to spend quality reading time with their children and (b) the children enjoyed this time they

98

got to spend with their mothers. Both mothers had similar experiences with PEIP even though
they had different lifestyles and different life circumstances. It appears that PEIP was beneficial
for all the families that participated in the study and they felt that they could definitely
recommend the program to other parents in the community.
Although many of the parents towards the beginning of the school year were not sure
what PEIP was about, they still participated, as they wanted their child to attend preschool. Mrs.
Ledesma was one of the mothers who shared her concerns regarding participation in the PEIP,
but she felt it might be important because it was a school-related activity and that it must
therefore be worth her time because it related to her child’s education. Mrs. Ledesma stated:
Do not feel shy to attend; there are many interesting things that we don’t know and that
[we] can learn in the program. Towards the beginning I was reluctant and did not want to
attend because I am somewhat shy. I told my husband that I was not sure if I would
attend. Then I told my husband, I will go, as I can learn other things and listen to other
people. I will also meet new people. / Que no les de pena que vengan que hay muchas
cosas interesantes que nosotros no sabemos y que nos pueden orientar las platicas que
tiene. Al principio yo estaba renuente que no quería venir porque yo siempre he sido
penosa. Y le decía a mi esposo no sé si iré o no iré. Y le digo a mi esposo, si voy, no
importa le digo lo bueno que uno va a aprender otras cosas y oír a otras personas. Y
conoces a más personas.
Mrs. Ledesma was not too convinced about attending PEIP, as she is a shy person. Yet, she
convinced herself that if she attended PEIP perhaps it would be beneficial for her to learn new
information. It also seemed important for her to attend PEIP because she knew she would meet
other parents. Many parents liked listening to other parents because they could learn from their
experiences. Also, it was her first child attending a United States school, and she thought that
PEIP could help her as a mother who was experiencing a United States school for the first time.
In essence, Mrs. Ledesma did not believe that she would be wasting her time because this was
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related to her child’s education. It seemed obvious that although she was somewhat insecure with
attending PEIP, in the end she saw the benefits and felt she would definitely recommend the
program to other parents.
One of the mothers in the program recommended the program to a neighbor during the
school year. Mrs. López stated:
A neighbor asked me, why did I have to bring my children to school and stay with them.
She said she could not attend with her children. I told her that we come daily and stay 20
minutes with them to read to them. And I told her that for me it is okay. But she told me
that she would not enroll them in school until they were 5/6 years of age until first grade
or kindergarten. / Una vecina que tengo me pregunto porque yo traía a los niños a la
escuela porque me quedaba con ellos. Ella dice que no puede ir con sus hijos. Yo le dije
que nosotros veníamos con ellos nos quedábamos 20minutos con ellos le leíamos libros.
Y le dije para mi estaba bien. Pero ella me dijo que no lo metía hasta que tuviese 5-6
años esperar de primero o de kinder.
It is interesting to learn that Mrs. López was encouraging a neighbor to enroll her
children in preschool by explaining to her what she did during PEIP time. Yet, her neighbor did
not seem to either have the transportation to get her young children to preschool, or did not have
the time to take them to preschool, or did not know how much her child could learn in school.
Mrs. López reported to me during her interview that one time she helped this particular neighbor
take care of her 4-year-old child and she noticed that he was not interested in listening to stories
or cutting activities. It seemed she was worried that this child would not have the same
opportunity as her two children to be ready for kindergarten. PEIP seemed to help the parents
realize how much their children could learn at an early age and that this would be beneficial for
them when they enter kindergarten.
Similarly, Mr. Perez also seemed to like the PEIP program and stated that he would:

100

Invite other parents to bring their children from an early age to school so that they could
learn and be ready for school in the near future. I would tell other parents to make an
effort to participate so that they can prepare their children for school. That this is a nice
program and that I like to participate in the activities they have./ Invitarlos a que traigan
a sus niños desde temprano, o sea para que aprendan y estén preparados para más
adelante pues para la escuela. Les diría que hicieran el esfuerzo de participar para que
se preparen más sus niños para la escuela, que está muy bonito el programa. O sea me
gusta la participación y los tipos de actividades que hacen.
Mr. Pérez seemed to view the benefits of PEIP as it relates to learning early readiness
skills that can support children in school. He wanted parents to know how valuable this program
was and it is worth any parent’s sacrifice because this was related to a child’s future education.
The parents who participated in PEIP seemed to have realized that children can learn
many readiness skills at an early age. Mrs. Quiñonez learned many things that her child could do
at an early age while participating in the PEIP program and stated:
The advice that I would give other parents is that it is worth our time to take the children
to preschool because they start developing at an early age. For example, I did not give my
preschooler scissors because I thought he could get hurt and [did not] know he can cut
well. I also used school materials to cut and paste with the younger children at home. In
school we have limited time but we have more time to continue teaching them at home.
My three children like to practice what I teach them. / El consejo que les daría a ellos es
que si vale la pena llevar a los niños porque ellos se empiezan a desarrollar desde
pequeñitos. Por ejemplo no le daba tijeras porque pensaba que se podían lastimar y
ahora el mayor puede cortar bien. Y uso materiales de la escuela como para cortar y
pegar en la casa con los más chicos. Y en la escuela es un ratito que uno tiene pero en la
casa tiene uno más tiempo para seguir enseñándoles. A los tres les gusta practicar lo
que yo les enseño.
Mrs. Quiñonez learned during the PEIP program ways in which young children learn
early literacy skills and that her child was actually capable of engaging in many activities of
which she had not been aware he could learn and perform at an early age. As did many other
parents participating in PEIP, Mrs. Quiñonez realized that participating in the PEIP program
taught her many different activities to practice with her children at home even when they were
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still too young for preschool. She also valued the time she had at home to teach her children, as
she realized that they can’t learn everything at school. She made connections that she can teach
many early readiness skills to her younger children not yet in school because they can learn them
too. Mrs. Quiñonez saw how interested her younger children were in listening to the stories she
read to her preschooler, and this also helped her realized that they too could participate in early
readiness activities with her at home.
Additionally, many parents felt more comfortable because Spanish was used to
communicate with them and their children. Ms. Alvarez stated about the program:
I really like the school because the staff really understands well the Hispanic families.
The school gives the Hispanic parents the same importance as other families. One feels
familiarized with the school as if we were in our own country./ Pues a mí se me hace muy
bueno porque siento que nos entienden aquí bien a los Hispanos. Pues nos dan la misma
importancia que a los demás padres. Y si siente uno aquí familiarizado como si estuviera
uno en su país.
Based on the parents’ perspectives, they were very grateful to have participated in PEIP,
as they thought the program was very useful in helping them realize how much a preschooler can
learn and do, as well as how much can they do as parents to practice early readiness skills in the
home. The parents felt welcome in the school and loved spending quality time there with their
child. The parents felt that they had learned many things that previously they were not aware that
their children could do and that they would have an interest in doing. As well, parents saw that
the PEIP program gave them an opportunity to learn the ways of the educational system in the
United States, as they were immigrant parents and had not had any connections to an educational
system outside their homeland. Additionally, parents were appreciative that Spanish was used in
the school and in the classroom to support them and their children.
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Parents’ Engagement
If I am reading a short story, Dad is just as engaged as the kids are. Dad is always reading
to him. (Classroom teacher’s observation regarding a parent in the PEIP program)
I noted one common theme during the observations completed during family time and
library day family engagement. The children and parents were highly engaged in the classroom
and library activities. The children would follow along with their parents what the teachers were
modeling. They also appeared to have learned the routine of the activities. For example, every
day during the first 10 minutes of family time and also during the first 10 minutes of library day
parents had to read to their children any book that the child chose, and so they did. The parents
showed dedication to their children as they read their chosen books. Many parents would ask the
children questions. Some parents read stories in English, and others made up the story with the
pictures from the books when there were no words. The children would sit in the chair or
parents’ laps and were highly engaged during reading time. The families were highly engaged in
other activities such as bingo or cutting and pasting activities. It was observed that the parents
observed the teachers during the different activities and used what they learned with their child.
For example, they learned that they had to ask questions while reading a story to their child.
Also, the parents gave children freedom to complete tasks independently during school activities,
but they were readily available to step in if the child needed support. When the teachers read the
story of the week the parents sat with their children, and they all appeared highly engaged in the
activity. Mrs. Jones, a classroom teacher, observed Mr. Peréz every day and verified that he had
high engagement with his son during the activities they performed during PEIP time. Mrs. Jones
stated about Mr. Peréz:
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Dad’s very engaged. Dad’s very engaged. If I’m reading a story, Dad is just as engaged
as the kids are. So, you know, and sitting with Juan on his lap or next to him, there’s that
connectedness. There’s not standing back over here [the interview was in the back of the
room] and the kids on the rug. They’re connected. They get the idea it’s family time. It’s
time together.
Mr. Peréz seemed to know that he was there to support his child in learning activities and also to
learn what activities happen at school that could be practiced at home such as reading to the
children. He seemed to know that the time he was spending in school was a special time for him
and his son. Mr. Peréz seemed to have given his son quality time during the PEIP activities.
Additionally, Mrs. Jones reported that Mr. Peréz transferred what he learned during PEIP time to
the home environment. Mrs. Jones stated:
For example, we’re sitting on the rug and we’re doing the color song, where you talk
about your colors. The song is in English. In other words, for you to transfer language
you got to have a solid foundation in your native language. Somebody’s working with
him at home. Juan, he started saying, today I came in, “I have a yellow sweatshirt on
today,” or “look, I have a lot of colors on.” Somebody’s talking to him, somebody’s
calling that to his attention. Children don’t just wake up and say, “Oh look, today I’m
wearing a green shirt.” We talk to the parents about the only way they’re going to learn
colors and concepts is if you embed them into your language. Dad must be paying
attention. He must be listening because we see it with Juan.
Mr. Peréz seemed to be highly interested that his son Juan gets an excellent education. He
seemed to be working hard with him at home by helping him learn Spanish and English. His
classroom teacher could see how much Juan has grown and implied that his growth is due to the
partnership that was developed between her and the family. In school, the child was able to
show how much he has learned. The classroom teacher, Mrs. Jones, seemed impressed at how
much this child has learned and she attributed his rapid early readiness skill development to the
parents’ efforts to use PEIP skills in the home.

104

Most parents invested quality time with their children during PEIP time. They want their
children to learn and do well in school. However, preschool ages are from three to five years of
age. This means that the children’s attention spans, interests, and developmental milestones will
vary across children. They are not all going to be highly engaged in reading. Most of the older
children—such as Mr. Peréz’s son, who is going to go to kindergarten next year—focus more
during PEIP activities. However, Mrs. Jones points out that Mr. Rodriguez, whose son José was
three years old and who did not have a long attention span at the time, tried very hard to engage
him in all the PEIP activities. Mrs. Jones stated about Mr. Rodriguez and his son:
Oh, he always is reading to him. Dad is very engaged with Jose. Jose [has become] the
social butterfly, though, within the last few months. Dad wants to do what he’s supposed
to do with Jose, which is reading to him, but Jose is into socializing with everyone else.
So he hears a lot of “Jose, ven. Jose ven.” He’s not even 4 yet. He’s not gonna be 4 ‘til
July. But, again . . . and we told dad, don’t worry about it. When there’s activities after
“pair and share” reading, he does work with him. He does make sure that he’s holding
the crayon correctly, that he’s holding the scissors correctly, that he’s helping him and
not just doing the activity, he’s helping Jose.
It seems that Mr. Rodriguez liked to participate during PEIP activities with his son. He
worked hard in trying to engage his son in the activities, as he is very young and, for example,
may not yet have the skills to sit and listen to a story. However, Mr. Rodriguez helps his child do
the school activity and does not just take over as he tries to get his child to engage in the activity
at hand. Mr. Rodriguez is always watching that his son does what he needs to do during PEIP
time. This helps Mr. Rodriguez learn what his son is ready for and follow along with him at
home. During the home visit, Mr. and Mrs. Rodriguez were present and pointed out that José
was becoming more engaged and liked them to read to him. This means that although José was
very young with ongoing reading time, he was able to engage and become interested in
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educational activities. Mr. Rodriguez appreciated that he was able to participate in PEIP because
it gave him the opportunity to be with his son and help him further develop his readiness skills.
Similarly, other parents like Mr. Cuevas liked the time he was able to spend with his son
in school. Mr. Cuevas’ oldest son (2nd grader) participated in Head Start and he stated:
In Head Start we did not have the option to participate with our children. I think that I
liked more the preschool program because parents can focus more on their children./
Porque Head Start no tenía opción de uno participar con los niños. Pienso que el
preescolar me gusto más porque se ve que los padres se enfocan más con los niños.
Mr. Cuevas was honest when stating his preference of programs. He clearly made the
distinction that parents can be more involved in their child’s education when participating in the
district’s preschool program than in Head Start. Although both programs need to offer parent
involvement and parent education, the program under study allows parents to spend 20 minutes a
day with their children in the classroom performing different educational activities. It seems that
Mr. Cuevas and other families enjoyed and liked this option.
When asked about the PEIP reading time and parents’ participation, Mrs. Jones reported:
Well, I think they’re all unsure why am I reading to my kid, why am I doing this, but
when they see other parents doing it, I think, and then they hear us talk about why it’s
important and what you need to be doing and that you should be reading at home and
checking out books at the library, then they start to get the big picture. Oh, ok, you can
read to little kids even though they don’t listen and pay attention; eventually they will, so
you keep doing it.
Many of the parents in the study reported that they did not read to their child prior to starting
PEIP and many did not see the importance of reading to them at a young age because they were
too small. However, all the parents in the study did see the value of reading to their children even
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at a young age like Mr. Rodriguez did. Parents like Mr. Rodriguez work hard because they want
their children to be able to do well in school and be successful in the future.
Mrs. Smith, a classroom teacher, stated how hard Mrs. Ramirez worked to support her
son:
She wants a better life for her son. I mean, all the steps that she has taken and when she
is here, how engaged she is with him. You can tell the parents that have it within them,
what they want to give their child. I think she’s one of those parents, who even would
have asked us if we didn’t have family time, like, give me more, give me more, what can
I be doing for my son at home.
Mrs. Ramirez appears to be a parent who wants all the best for her son and even though
she is a single mother she tries her hardest to keep up with her job and her child’s schooling and
needs. She has high aspirations for her child and does whatever the teacher tells her and more. It
seems that she has learned a lot from PEIP and tries to make sure her child gets a good
education, not only at school but at home. Some of the Hispanic parents have some very basic
English skills and others do not speak any English. However, this is not an impediment to
support the children in school and during the PEIP. Mrs. Smith explains that her aid that speaks
Spanish works a lot with Mrs. Quiñonez and her child:
I’m actually going to defer to my partner/teacher here. Because of the language, Miss
García spends quite a bit of time with Eduardo. He’s quieter than our other kids. You can
tell the parents are working with him. You know when you look at when he first came in,
to the point where he’s at right now, he asks questions in Spanish to me when I’m reading
the stories, and then I ask him what’s going to happen next, and he has ideas. He has
come a long way. And with the games he’s very interactive with me. He’ll sit here for a
long time with me. Very interactive, he knows the rules, he knows to take turns. And, I
think vocabulary, don’t you think that mom has worked on more vocabulary at home that
she has seen that when we make suggestions to use more color, more descriptors, more
positive words, I feel like his vocabulary has grown because of that. It can’t just come
from 2.5 hours of school, it has to be reinforced at home.
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Mrs. Quiñonez is a parent who used the Spanish supports in the classroom and so did her
son. She appeared to work with him at home on what she is learning in the classroom. She used
the available supports that she had at school such as a bilingual aide so that she better
understands how to support her child at home. The teachers observed that the child has made
great improvement in his early readiness skills and did not take all the credit for that, as the child
spends the majority of the day at home. The teachers believed that Mrs. Quiñonez had been
working with her son at home, so that is why he has learned so much. The parent was making
sure that she worked with her child in the home so that he can improve his early readiness skills.
Yet, the teachers assumed that this child had poor vocabulary, which may be the lack of early
readiness skills vocabulary such as colors, which does not really mean that the child had low
language skills. This is why the teachers believed that Mrs. Quiñonez was taking what she
learned during PEIP and using it at home to help her child develop early readiness vocabulary
such as colors. However, that a young Hispanic child has lack of early readiness vocabulary such
as colors does not mean that they have an overall poor vocabulary. The classroom teachers may
have to learn more about the child’s home environment and learn what he does at home to have a
better knowledge of a child’s language skills. On the other hand, Mrs. Jones viewed that one of
her students talked a lot, and this is what she thought:
Reina talks like crazy and so I thought initially it was just a personality thing and it could
very well have been, but Reina talks a lot, and you don’t have good language unless you
have good language models and somebody is talking and reading to you.
Mrs. Jones viewed that her student Reina was very talkative and she made the connection that in
order for this child to talk so much someone at home must talk to her. She also attributed this
child’s language to family members reading to her. Although reading to a child can increase the
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child’s language, if parents have continued communication with their children and speak to them
throughout the day of the many things happening in their surroundings, children can also develop
good language skills.
Similarly, Mrs. Jones stated about Mrs. Ledesma and her daughter Camil,
I definitely think mom is teaching skills at home. She talks to Camil, she’s engaging with
Camil, she plays with Camil. Based on what Camil says and the way she speaks,
someone is talking to Camil.
Mrs. Jones was very sure that Camil’s family engaged her in activities that increased language
and this is why her language skills seemed well developed. Mrs. Jones did not over-focus on the
early readiness language skills, but more on the overall ability to communicate and use language
skills. This is what Mrs. Jones also reported about her other student, Reina. It seems that Mrs.
Jones values that the families talk to their children and support their general language
development.
Mrs. Jones’s view was that when children go to school they will be able to learn more
academic vocabulary and extend the language skills they already have. Mrs. Jones added during
the interview:
I think initially the perception is, they need to know how to count, they need to know
their ABCs, they need to know all the pre-academics, and when they get into the
program, we say it’s more about reading, it’s more about language, it’s more about
extending their language.
It appears that the parents in the program seemed to be concerned with early readiness
skills that their children lacked and this is why they were attending the preschool program. Yet,
the teacher tried to help the families learn that the purpose of preschool is not so much about the
specific early readiness activities, but to extend the children’s academic language by reading to
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them. Per Mrs. Jones, reading will help the students extend their early readiness skills. It seems
that Mrs. Jones feels that many of her families talk to their children and they therefore have good
language skills, but that the preschool program will enhance the language skills they already
have.
On the other hand, Mrs. Smith, a classroom teacher stated that Mrs. Alvarez worked hard
with her child at home but seemed to believe that there is lack of exposure to early readiness
skills in the home:
I would say definitely because he’s only here 2.5 hours a day and he came in really
under-exposed and I feel like he’s going to be really successful in Kindergarten because
of the partnership with mom that she’s definitely, you can just see it, that she’s working
with him at home.
Mrs. Alvarez has made many scarifies to get her child to school, including driving
without a permit. The classroom teacher observed that the student growth was not only due to
preschool exposure, but to what his mother taught the child at home. Again, this teacher stated
that the child spends more time with his family than in school and this is why she deduced that
the families were practicing the newly learned skills at home. Additionally, it is important to note
Mrs. Smith assumed that Mrs. Alvarez’s son was not exposed to early readiness skills. She
appeared to be more concerned with early readiness skills, which perhaps has not been this
mother’s priority, as we have established that it is not a cultural practice for many Hispanic
families to introduce early readiness skills at an early age at home. As Suárez-Orozco and
Suárez-Orozco (2001) point out, there is a clear separation between home and school practices in
some cultures. Mrs. Smith adds about Jesus, “At the beginning of the year he was very isolated.
He would make really cool structures with the animals, like a zoo, and pets, and they were very
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elaborate and well thought out but he didn’t want anyone else involved.” It seems that Mrs.
Smith fell into a deficit model thinking because she mostly viewed the things Jesus could not do
rather than observing what he could do and acknowledging how these skills could connect to
Jesus’s interest, knowledge, and learning. She liked the idea that his mother was working with
him at home with early literacy skills, yet failed to acknowledge all the other possible great
learning that could be happening in the home that was also helping Jesus to be a successful
learner.
It is apparent that the classroom teachers viewed the parents as highly engaged during the
PEIP activities and also used what they learned at home with their children. The teachers
attributed the children’s progress in learning early readiness skills and becoming prepared for
kindergarten to the parents’ efforts of home early readiness practices. Mrs. Jones noted that
many of her children had good language but stated that exposing them to reading at school and
home would extend their language skills, meaning that the children would have more language
that is related to early readiness skills. She did not necessarily emphasize that the children were
not exposed to early readiness skills, but she looked at the skills that they brought from home,
such as their language, and in what ways she could help them be ready for kindergarten. In
contrast, Mrs. Smith viewed the children as not being exposed to early readiness skills and did
not believe that home practice such as language accounts for children’s development. Perhaps
Mrs. Smith viewed the families in her class as lacking certain skills needed for school and did
not view any of the skills the children brought with them from home to have a connection with
preschool skills. It appears that Mrs. Jones recognizes funds of knowledge such as language
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skills children bring from home, while Mrs. Smith does not appear to acknowledge funds of
knowledge even when these were evident during her interview.
Parents’ Sacrifices
She went out of her way to get him here: (Teacher’s comment about parent’s sacrifices to
get the child to school)
Just like most of the grandparents of the preschoolers their parents, too, value education.
They made sacrifices so that their child could attend the preschool program because they value
education and want their children to have the opportunities they lacked. The parents in the study
who were from Guatemala did not have a chance to attend preschool in their country, as this
grade was not available in their schools. Although the parents from Mexico were able to attend
preschool, some explained that its purpose was more to socialize and they felt that the current
school teaches their children more than just socialization skills. Yet, before the children
participated in preschool many of the families were not sure what to expect regarding the
preschool program. However, they believed in formal education and this is why they made
sacrifices to take the children to school every day. Mrs. Smith, one of the classroom teachers,
stated about Mrs. Alvarez, one of the mothers:
I’m just so proud of her, she doesn’t have a driver’s license, naively driving across town
to get here and that’s kind of that immigrant thing, that it’s a big no-no, you really can go
to jail for that, and [she] didn’t know that but took the risk to make sure her child was
here. That’s how important education was to her child.
Mrs. Smith learned that Mrs. Alvarez did not know the law in the United States regarding
driving without a license and how risky that was. On the contrary, Mrs. Smith viewed Mrs.
Alvarez’s actions as one of sacrifice to get her child to school because she wanted him to learn.
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Mrs. Smith did not view Mrs. Alvarez driving without a license as something she did just
because she did not care about the law. Moreover, Mrs. Smith thought that Mrs. Alvarez may
have been naïve as to what could happen if she was stopped by a police officer driving without a
license. In fact, Mrs. Alvarez was trying to get her driving license and had the support of her
husband. Mrs. Smith stated that she checked in on Mrs. Alvarez regarding the status of her
license.
Furthermore, some other parents did not have transportation and made sacrifices to walk
to school with their children even when the weather may have been challenging. Some parents
made connections with other parents and were able to arrange transportation to and from school
when needed. The parents in the program seemed friendly with each other, but the Hispanic
mothers mostly engaged in conversation after family time with other Hispanic mothers. Perhaps
the main reason for this was that most of the parents in the study had minimal to no English
language skills. Additionally, other parents and school staff help parents in learning about
transportation options around the school district, which could transport them and their children to
school. Mrs. Smith, one of the classroom teachers, stated about Mrs. Quiñonez, one of the
mothers:
And so she lives at least a mile and a half, across the tracks, and so, bless her heart, she
has figured out how to walk here with three children or how to get rides or how to use the
PACE bus. She has gone over “above and beyond” to get here every day with her three
children because she knows what school is, she wants her son to be successful in school,
she knows he’s going to struggle if she doesn’t bring him to school and so she’s made a
wonderful connection and [knows] that she needs to be involved in his education.
The parents in the study were at school regularly with their child. They wanted their child
to attend school every day because they knew it was important and would help them perform
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better in school. The teachers seemed to associate good attendance at PEIP with the parents’
value for education. The teachers believed that the parents have good academic aspirations for
their children because they wanted the best for their children and this is the reason parents made
sacrifices to attend PEIP. Four of the families had children that were younger than 3 years of age
including 2 babies under the age of 1, who accompanied the parent and preschooler— at times
under extreme cold weather or even rain. Many of the families did not have extended family or
friends nearby to help with babysitting. So, they would always bring the younger children to
PEIP times as they were welcome to participate in the program. Most families only missed
school when the children were sick.
Many parents in the program had different work shifts so that one of the parents could
stay home taking care of the children. Additionally, both parents needed to work for financial
reasons. This meant that many of the families had one parent take care of the children during the
day and taking them to school. The other parent would take care of the children during the
evening and at night by themselves while the other parent worked. This mean that each parent
needed to perform different tasks to take care of the children; for example, one had to get the
children ready for school while the other one had to get the children ready for bed. Of course,
there are so many more things parents need to take care of during a whole day or week. Working
two different shifts could be challenging tasks for couples as they get to spend much less time
with each other; in the case of these families the children would get to spend much less time with
one of their parents. In most of the cases the mother worked days and the fathers were the ones
taking care of the children and taking them to school during the day. Mr. Rodriguez described to
me a typical day for him with the children:
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When they wake up the first thing I do is clean them up and then call them to eat
breakfast. Sometimes they say they don’t want to eat now but later. They say that they
instead want to go watch television. I say it’s okay to watch television for some time,
then I call them to eat breakfast. At times even when they don’t want to I bring them with
me to eat breakfast; otherwise [it] is all-day television and that is all they will focus on.
Later then I take Jose to school and I pick him up from the bus stop. Then I take his
school clothes off and then I offer him something to eat./ Al levantarse lo primero que
hay que hacer es asearlos y ya después invitarlos a desayunar. A veces dicen que no
quieren desayunar y dicen al ratito y así. Pues dicen quiero ver un rato la tele. Okay un
rato la tele cuanto tiempo y le pongo cierto tiempo y de ahí vamos a desayunar. A veces
aunque no quieran yo me los llevo a desayunar porque si uno le da más tiempo se
enfocan nada mas en la tele, la tele, la tele. Luego llevo a José a la escuela y lo recojo en
la parada del bus. Después que le quito su ropa de la escuela le ofrezco de comer.
Mr. Rodriguez has to take care of a 2- and a 3-year-old boy all day until his wife arrives
home in the afternoon, and then he goes to work. He explained that he is very busy with the
boys, as he needs to attend to all their needs from making sure they are clean and fed to taking
the 3-year-old to school. Mr. Rodriguez mentioned that during the week he barely has quality
time with the boys because of the busy schedule. His morning goes quickly as he needs to be at
school with Jose by 11:40 a.m. and before they leave the house the children have to be fed and
Jose ready to go to school. After Jose is in school, he focuses on the 2-year-old boy. Then he is
busy again after 2:30 PM when Jose arrives, and a couple of hours later he goes to work. It is
important to keep in mind that Mr. Rodriguez works nights and with this busy schedule he has
very limited time to rest. Yet, he still takes Jose to school every day and also participates in PEIP
family time. Many of the other families that participated in the study had the same type of
schedule due to their jobs and also made sacrifices to take their child to school even when they
had little rest. On the other end, some of the parents do not have the opportunity to participate in
the PEIP program due to their work schedule, as they work during the day. However, it was
observed during the different PEIP activities, parents who worked during the day would attend
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family time or library day if they had the day off. Classroom teachers reported the same
observation. Additionally, Mrs. Jones reported that Mr. Cuevas always attends family time but:
… lately, Dad’s work schedule must have changed because now we’re seeing a lot more
Grandma and Grandpa. And once Grandma and Grandpa came and they knew we had
Spanish-speaking staff I think it just made it, ’cause now we see Grandma and Grandpa
all the time.
It is evident that parents’ work could definitely impact their participating in the PEIP
program. However, it was also evident that Mr. Cuevas wanted his son to attend preschool, so
he asked his parents to participate instead. It seems that the parents felt comfortable
participating in the PEIP program, as there was Spanish-speaking personnel to help when
needed. Equally important was the fact that the grandparents were willing to take their
grandchild to school and participate in family time, as this was not typical in their home town
when they were raising their children. It is important to attend to the fact that Mr. Cuevas tried to
find a way for his child to stay in school because it is important to him. Mr. Cuevas had an older
child who was in 2nd grade, but who did not attend the preschool program under study. Yet, he
attended Head Start. Parents reported that the programs were very different, as the parents did
not participate in the school day of their child. However, because they had an older child they
knew about the academic demands and wanted their younger child to have some school
experience prior to entering kindergarten. This is why dad made the sacrifice to take him to
school every day. Other families had similar difficulties with their work schedules but made
similar sacrifices to participate with their children during family time.
Similarly, the parents who had younger children had a hard time participating in family
time because it was not an easy task to take care of two or more children under the age of five.
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Mrs. Jones, a classroom teacher, stated in the interview that the López family made many
sacrifices to get their children to school. In addition to 4-year-old Luz and 3-year-old Luis, they
had a 2-year-old child, which made it challenging to attend PEIP:
He had the baby on his lap and she was throwing a fit. And, again, he’s sitting there, he’s
trying to do an activity with both kids; with a baby on your lap, that’s hard, you know,
and they both have very different needs. Luz was kind of, you have to be on your own but
because she knows more than her brother it’s easier to work with her. Luis you have to
work a little bit harder with and Dad looking at everybody else to see what everybody
else is doing, he’s very concerned that he’s doing exactly what the instructions are, you
know, and that the kids are doing what they’re told. It had to be very hard in the
beginning and that just shows me that he’s here every day, with 3 kids in the dead of
winter, this is important to him. School is important to him.
The López family was a new family in the district and their children began the preschool
program a couple of months after school had started, as they had recently moved to the district.
However, they wanted their children to participate in preschool and although it was challenging
for one parent to attend to three children they were at school every day and trying to participate
in the activities. Even when the father was evidently overwhelmed by having to attend to all
three children with lack of sleep, he was there and tried to work hard to teach his children and
participate with them. It was helpful that Luz was almost five years of age and was very
independent and usually able to work on her own. Luis was younger and needed much of the
father’s support. Additionally, the 2-year-old child was probably excited being in a preschool
classroom with so many toys that it was a challenge to keep her busy so that the father could
attend to the activities.
Parents also name some of their challenges to attend the PEIP activities even when they
see the benefits of the program. Mrs. Torres stated:
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At times, he gets sick [points to her baby]. The girl gets mad and says, are we not going
to the library. I tell her, I can’t because I have to take care of your brother./ Porque yo a
veces no puedo él se me enferma (bebe).La niña se molesta y dice no vamos a ir a la
biblioteca. Y le digo no puedo porque tengo que cuidar a tu hermano.
Mrs. Torres is a very busy stay-at-home mother. She takes care of a one-year-old, a
preschooler, a kindergartener, has a side small business at home, and takes care of all the
household chores by herself while her husband works. She does like the PEIP; however, she
stated that it is very hard for her to participate consistently due to her family obligations. She
appeared sincere in her desire to attend, but her life seemed a bit complicated. Another mother,
Mrs. Quiñonez, stated:
Well, I would like for my younger children (age 3) to enter preschool. Yet, it is very
complicated for me as I don’t have transportation and they will need to go for two years
and have the same schedule. / Bueno a mi me gustaría que los niños más pequeños (3
años) entraran al preeschool. Pero lo que pasa a mí se me complica mucho porque no
tengo transpiración y se me complica mucho dos años llevándolos y ellos van a tener el
mismo horario.
Mrs. Quiñonez would like for her younger children to take advantage of the preschool program,
as she believes it has benefits, and she also likes attending the PEIP. However, she expressed
that the lack of transportation from home to school made it hard for her to have her children
attend preschool. Mrs. Quiñonez made many sacrifices to bring her preschooler to school; she
even asked for rides from other parents when possible and walked about two miles at times to get
her son to school. Mrs. Quiñonez appeared to have provided honest feedback about the
difficulties she had when taking her child to preschool and how the same issues would arise
when her younger children needed to attend preschool.
The parents in the study made different sacrifices to get their child to preschool every
day. Parents value education and that drives their need to have their child attend school daily.
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The families in the study had many responsibilities such as taking care of one or more children,
taking care of their home, and working, which for some made it a challenge to participate in
PEIP. Yet, many did because they wanted to be part of their child’s life and education.
Value of Formal Education
My parents value education and they support us so that we can continue getting an
education. /Mis padres valoran la education y nos apoyan para seguir adelante.
Unlike the popular belief of many U.S. educators that Hispanic families do not value
education, I found that most of the parents in the study reported that their parents, the
preschoolers’ grandparents, supported them when it came to finishing school and having a
career. The parents of the preschoolers felt supported by their families even when many of their
parents had limited to no education themselves. The parents felt that their parents wanted them
to have a better life and they knew that education could provide them with better opportunities.
For example, Mr. Perez, from Guatemala, stated,
I believe that it was important; that is why they supported me to continue my schooling.
They want for me to be someone in life. They made efforts for me to continue. They also
supported my brothers and sisters. / Creo que era importante porque por eso me
apoyaban para que siguiera adelante. O sea querían que fuera alguien en la vida.
Hacían el esfuerzo para que yo siguiera. Y a mis hermanos también los apoyaban.
Mr. Perez believed that based on his parents’ behaviors they wanted him to be educated.
It seemed that his parents believed in becoming educated and worked hard so that all the children
in the family were educated. The parents wanted them to have a higher education and have a
career so that they could have a better life than they had. Similarly, a mother from Mexico, Mrs.
Ledesma, stated:
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They would like for us to have a career so that we can move forward in life. They always
gave us advice that if they were no longer with us who would we stay with and what kind
of examples would we give our children. They wanted us to be better than others. Some
of my brothers went to school and have a career like my sisters. / Ellos querían que
nosotros -tuviéramos una carrera que saliéramos adelante. Siempre nos daban consejos
que si ellos nos faltan con quien nos íbamos a quedar y qué ejemplo le íbamos a dar a
nuestros hijos. También ellos querían nosotros fuéramos más que otros. Mis hermanos
algunos estudiaron y terminaron su carrera como mis hermanas.
Mrs. Ledesma’s parents wanted her and her siblings to have careers and have a better
future than they. They gave them “consejos,” or advice, about being educated so that in the
future they could be an example for their children and would be able to provide for them.
Research documents how “consejos” are the way Hispanic parents teach morality (Valdés,
1996). The parents wanted the children to become more educated and have careers so that they
could have better lives than other people in their neighborhood.
All of the families that grew up in Mexico (urban areas) and three parents from
Guatemala (two from rural areas and one from an urban area), felt supported by their parents
while in school. However, the two Guatemalan parents from rural areas did not feel that their
parents supported them to continue with school. These two parents felt that because their
families were farmers they viewed them as continuing with this lifestyle. Mrs. Quiñonez stated:
The people from the past did not have schooling and they want us to follow that tradition.
My mother had some school and knows how to read and write. From my brothers I was
the only one that finish[ed] fourth grade, as they all completed elementary school. / Las
personas de antes no tuvieron escuela y quieren que uno siga la tradición. Y mi madre
fue poco tiempo a la escuela sabía leer y escribir. Y de todos mis hermanos yo fui la
única que termine el cuarto año, ellos terminaron la primaria completa.
This mother really wanted to go to school and have a career but she felt that she was supposed to
be like her parents and do what they did for a living, which was work in the home raising
children (she had 13 siblings). She really valued education and shared with me that she was also
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helping her two children that were living in Guatemala go to school. However, her parents
perhaps did not value education in the same sense she did, as they were okay with the way they
were raised and viewed their children doing similar work as themselves: for example, the
females becoming housewives.
The other parent, Mr. Cuevas, stated, “I think since they grew up working it was not [in]
their interest to see us in school. / Yo creo que como ellos crecieron trabajando no era el interés
de ellos de ver a uno en la escuela.” Mr. Cuevas’s parents were not educated and did not need a
school education to survive. They were raised as farmers and learned to work the land at a young
age. They did not attend school and did not see the importance of attending school, as they were
to be farmers. The reason they did not value formal education is because they felt they did well
as farmers; that was their way of life and they wanted their children to become farmers as well,
and to farm no formal schooling is necessary.
On the other hand, two parents who grew up in “el rancho” in Guatemala did feel that
they had their parents’ complete support to go to school. Their experience was different than the
other two parents who lived in the rancho in Guatemala. A main difference could have been that
Mrs. Quiñonez had 13 siblings compared to other families, as well as the parents’ belief in
formal education because they were farmers. This makes a difference with regard to the
economic support that the parents could provide their children to attend school. Mrs. López,
who grew up in the “rancho” in Guatemala, felt supported by her parents and stated, “They
would tell us to go to school so that when we grew up we would know to read and write so that
we would not be like them that they did not know to read or write. / Si nos decían que fuéramos
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a la escuela para que así cundo fuéramos grandes si supiéramos leer y escribir para que no
fuéramos como ellos que no sabían leer y escribir.”
Mr. Quiñonez is Mrs. Quiñonez’s husband and they both grew up in Guatemala, yet he
grew up in “el rancho” and she grew up in a small village. They had different experiences when
it came to parents’ support to continue in school; while she was not supported by her family, he
was supported by his. Mr. Quiñonez shared with me,
My mother gave us lots of support . . . and my father told us that all that we learned will
serve us in the future and it will help you so that you are not like us. You can get a
diploma. Not to stay like them without a certificate or something. My parents were
always supportive. / Mi mama nos apoyaba mucho y mi papa nos decía todo lo que
aprendan les va a servir para un futuro y les va ayudar a que no se queden igual que
nosotros. Ustedes pueden tener un diploma. Que no se queden como nosotros sin un
certificado o algo. Mis padres siempre nos apoyaron.
Mr. Quiñonez’s parents appeared to value education even when they were not able
to become educated themselves. They wanted their children to have a better future by becoming
educated. They felt that a degree could help them have a better life and they supported their
children so that they could attend school.
According to the parents interviewed, the majority of the preschoolers’ grandparents
seemed to value education and wanted their children to do well and have a career. However, if
they supported their children’s schooling, why didn’t most of the Latino(a) parents in this study
complete high school or study in college in their country of origin? The main obstacle for not
finishing high school or pursuing higher education that was reported by most of the parents in the
study was lack of financial resources. Many parents reported that they began working at an early
age. Ms. Ramirez said: “I began to work very young, I helped my parents financially but it was
not much. / A parte desde bien chica yo empecé a trabajar, no con mucho, pero los ayude
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económicamente.” Another parent, Mr. Rodriguez, reported on how he was not able to attend
college:
I studied the three years of High School. I had in my mind that I want to study accounting
and administration in Acapulco (ECA). I wanted to study that career but I saw that my
parents could not continue supporting me. When I stud[ied] in High School, whatever
money I made, thank God, I used it for my studies. This is why I did not continue in
school. Many of my peers told me to work while in college. But it seemed too hard and I
felt the world closed that door for me. I did not continue higher education due to financial
reasons. /Si estudie los tres años de preparatoria. Yo en mi mente tenía estudiar
contabilidad y administración que allá en Acapulco se le llama la ECA. Yo pensaba
estudiar esa carrera, pero veía que ya mis padres no daban para más. Porque pues yo
para el estudio de la preparatoria gracias a Dios lo poquito que iba yo agarrando lo
usaba para mis estudios. Pues ya por eso pues ya no seguí estudiando. Me decían
muchos compañeros trabaja y estudia (universidad). Pero ya a mí se me hacía muy
pesado y seme cerró el mundo. No pude seguir estudiando. Por razones económicas.
Mr. Rodriguez had family support to attend school and get a higher education degree.
He was able to complete high school but felt overwhelmed when trying to figure out how
he could attend college and pay for it. He felt that it was very difficult to work and go to college
and he gave up on that dream. He saw that his parents were doing the most they could do and felt
they could not continue to support him and did not want to become a burden and stopped going
to school. Although he finished high school, his dream was to go to college and get a college
degree.
The parents who lived in urban areas had access to schools near their homes that they
could walk to and some had to take short bus rides. However, for middle school they had to buy
books and for high school they had to buy books and pay monthly fees. Some of the parents also
reported that they needed to take transportation to get to the high school, which added to the cost.
The parents who lived in rural areas had less access to schools because there was a lack of
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teachers interested in teaching in the rural areas and there wasn’t a formal educational system in
those areas. The students in the rural areas did not have books and for some, school was a
distance away: up to one hour of walking. However, the parents from the rural areas of
Guatemala reported that in the areas that they lived there is now access to schools and many of
their siblings have been able to finish school with their financial support and some have college
degrees.
Parents’ Aspirations
I want them to go to college. /Quiero que vayan a la universidad. (Parent’s aspirations)
During my years of practice as a bilingual school psychologist, I have heard, and
continue to hear, comments by different school teachers that the reason why Hispanic parents do
not support their children’s academics is because they do not care. However, all of the parents in
this study wanted their children to achieve much more of what they have achieved in life, which
is why they made sacrifices for their child to attend preschool. The parents wanted their children
to have a better education and better jobs than what they had. During an interview with Mrs.
Ramirez she was asked about her educational aspirations for Miguel and she stated:
Even though he is young I still talk to him. Listen, when he started attending school he
told me, “Mami, I want to become a teacher when I grow up.” I told him, “Hey son, you
have to work hard starting now that you are in school.” I told him, ”"If you want to
become a teacher or whatever you like when you grow up like a policeman you have to
study. You always have to study.” I would like for him to have a career./ Con el siempre
hablo aunque esta chiquito. Fíjese, cuando empezó a venir aquí a la escuela me dice
mami yo quiero ser maestro cuando este grande. Y le dijo, ok mijo si quiere ser maestro
tiene que echarle ganas a la escuela desde ahorita que estas en la escuela. Le digo si
quieres ser maestro o lo que tú quieras ser cuando seas grande (policía) tienes que
estudiar. Siempre tienes que estudiar. Yo si quisiera que él tuviera su carrera.
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It is evident that this mother, even though she does not have higher education, values
education and would like her son to have a career. Unlike many educators who think that
Hispanic parents do not care about their child’s education, this mother talks to her 5-year-old
child about the importance of working hard in school if he wants to aspire to become a teacher or
whatever career he may choose in the future. This mother even makes it a point to tell her son
that he has to study hard starting now at his young age so that he can have a career later. Even
though Mrs. Ramirez did not finish school, she clearly values education and understands that in
order to have a career one must study hard and that it is very important to instill a love for school
in her very young child.
Other parents wanted their children to have a career so that the child could have a better
life than the parents have had. Some of the parents not only talked about a career, but also about
attending college to learn a career. Mr. Pérez, who finished high school in Guatemala and did
not go to college due to lack of financial resources, stated:
Well, I aspire that he can be someone in life, that he can graduate and have a career. I
would like for him to continue until college and graduate with a career. To continue his
studies and attend college, as this is the most important thing for him. Well, [it] is
important for all the students to finish school. /Pues yo aspiro que llegue, o sea que sea
alguien, que llegue a una carrera a graduarse de algo. Que siga en la universidad
porque es lo más importante para él. O sea para todos los estudiantes que terminen la
escuela.
It is evident that Mr. Pérez himself wanted to have a college degree, but could not do so
due to lack of money. For Mr. Pérez, it is very important that his son graduates from college
with a career. He knows that with a career his son will have many more opportunities than he
has had in life, such as a higher paying job. It was evident that he was very focused on his child’s
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education, as he was in school during family time and in all other activities with his son, and was
always highly engaged with him.
During an interview with one of the teachers, Mrs. Smith, the topic of parental aspirations
and expectations was brought up, and she commented that all the parents want what is best for
their child. She reported about one particular family, the Quiñonezes:
I think that as we talked about with our whole Hispanic population, they figure at the age
of 3 if they can walk, talk, use the bathroom, you know, have a little bit of sociability,
they’re good to go. And so their expectations of a 3-year-old are very different than we
have in the United States. I think that’s another reason why the family component of this
program is such an important part of these families’ development because we review with
them what makes a good reader. What makes a good reader is being able to identify a
letter and what sound it makes. A good reader is having good vocabulary for
comprehension and so they hear these things and finger-point reading, we do that once a
week, that word correlation, so . . . , I think that she’s had cognitive growth and
awareness and “AHA” moments about, I mean, you can see when she’s sitting there.
She’s seeing it in Spanish but she understands the concept. And another thing that I think
is fantastic about her, if Eduardo doesn’t come in one day she comes to find out if he
missed anything important. To ask that question, you obviously value what is going on
and believe intrinsically it is important for your child.
Mrs. Smith appears to understand that there are different cultural expectations
between a parent from the United States and the Hispanic parent in her classroom. She believes
that the parent cares about her child and has educational aspirations for him. She even makes the
statement that this particular mother will ask if he missed something important when he is absent
and Mrs. Smith sees this as the action of someone who cares deeply about their child’s schooling
and education. On the other hand, she makes the statement that it is good that parents participate
in PEIP during family time because that helps them learn what it is to be a good reader. She
believes that the mother does not know what makes a good reader. She believes that this parent
has had cognitive growth while attending PEIP because she has learned what a good reader
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needs to learn. The teacher begins her statement by pointing out cultural differences, but follows
up with a statement that point to a cultural deficits way of thinking. However, as she continues to
explain that the mother had cognitive growth when learning what a good reader needs to have,
she is making it sound as though she believes that the Hispanic cultural group has a deficit
because of what they believe a 3-year-old needs to know. It is important to note that there is a
likelihood that the teacher assumes that the mother does not know what important skills are for a
good reader, perhaps due to her educational level and her social class. Although it is clear that
the teacher thinks the mother is a good mother, she thinks that this mother does not know much
about reading. This perhaps is a bias from the teacher to assume that the parent lacks certain
knowledge when she is not certain of what the parent really knows.
It seems that although the teachers in this study believe that the parents care about the
children’s education because they come to school every day and show interest in school
activities, one of the teachers continues to have somewhat of a mindset of believing that they
lack knowledge because the parents are from another cultural group, social class, and have lower
education themselves, which again shows that they may believe in a deficit model and do not
understand cultural differences. Mrs. Jones was asked if she believed that Mrs. Ledesma had
higher aspirations for her daughter Camil and she stated:
I do. Higher education, yeah. What do you want to do, what do you want to be. I don’t
think a lot of our parents ask those questions, you know, I’m just trying to live for today.
But, like, now you start hearing the kids say, “I want to be a teacher.” Like, Camil’s like,
“I want to be a teacher.” So that must be really nice for the parents to hear that, okay,
this is something she sees and she likes and she thinks she wants to do.
Mrs. Jones had observed that the student, after being in the program, began to state that
she wanted to become a teacher when she grew up and assumed that the parents may be happy
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that she would like to be a teacher in the future. She does add to her statement that the parents’
thought process may be that of trying to survive and assumes that they don’t engage in this type
of conversation when perhaps they do. It was clear in a prior statement from Mrs. Ramirez that
she does talk to her child about the future and about working hard in school. Although many of
the families in the study may be in a social class of poverty level and work hard and are very
busy throughout the week, it does not mean that they don’t have meaningful conversations with
their children about their future, especially the 5-year-old children, who have somewhat of a
higher understanding of this matter than the 3- and 4-year-olds.
On a different perspective, when speaking with Mrs. Jones about Mr. Rodriguez’s
aspirations, she stated:
I do think Dad believes that. Well, I think just from the beginning of the year where he
was upset and crying all the time . . . I can see that Dad wants him to be like everyone
else and I think all parents want what’s best for their kids and he’s here all the time,
Jose’s here all the time, unless he’s sick, but he’s here and Jose was sick a while ago for
over a week, I mean he was really sick and they called the school and said, “Listen, this is
what’s going on. We didn’t move or go back to our country, he’s just really sick and we
just wanted you to know he’ll be back when he’s better.” You know, some parents don’t
even care. So they cared enough to tell us what was going on.
Mrs. Jones on this occasion appears to think that this father really cares that his child is
learning in school and that he needs to behave like the other children. She makes a statement
that she believes that all the parents want the best for all their children and emphasizes that this
father attends PEIP every day. Moreover, she makes a point to state that the child was very ill
and missed school for over one week and that this father, unlike other parents in general, not just
Hispanics, do not call to report their children’s absences. Yet, Mr. Rodriguez cared enough about
his child receiving an education that he called the teachers to tell them what was going on and
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that Jose was coming back to school as soon as he was feeling better. Overall, it appears that the
teachers did see that the families cared and wanted their children to have an education. Yet, it
also seems that they still perceived the families to be different due to their culture and believed
that this may have made the parents less knowledgeable about school matters and that they
perhaps did not talk to their children about the future.
Families’ Connections
Well, I feel less lonely. /Pues se siente uno menos sola.
(Parents making connections with other parents)

Most of the fathers participating in the study reported that they had some interaction with
other parents in the study, but it was minimal: some were just greeting the other families.
However, most of the mothers in the study reported that they liked engaging with other mothers
in the program. Mrs. Ramirez reported about making connections with other parents in the
program during the interview:
I think it does well because the majority of the parents have children in higher grade
levels. It is good to talk to them, as they can advise you about what to do when they start
school. I am very talkative and I have met many of the mothers in the program./Fíjese si
me hace bien y la mayoría de madres tienen niños en grados más altos. Y sirve ponerse a
platicar con ellas porque ya te van orientando como va hacer cuando entren a la escuela.
Yo si soy muy platicadora. Si he conocido a varias madres.
Mrs. Ramirez was a friendly mother. She enjoyed talking to other mothers, especially to
learn more about the school system in the United States. She wanted to learn and get advice
from other mothers regarding school practices to support her child in higher grade levels.
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Additionally, Mrs. Ramirez wanted to help other families in the program. Mrs. Jones, a
classroom teacher, stated the following about Mrs. Ramirez’s socialization with other parents:
Absolutely, and I love that she’s the one that gives another student and his mom a ride.
And so she’s, you know, so she is wanting to be helpful and encourage other parents to
be here. And so, she goes out of her way to see that other kids get to the program as well.
Mrs. Jones observed that Mrs. Ramirez was a good fellow parent, as she wanted to
support other parents and help one or two families get to school by giving them a ride. She was
aware of how important the preschool program was and did not want other children to miss
school. By helping other mothers such as Mrs. Alvarez and Mrs. Quiñonez get their children to
school, Mrs. Ramirez was befriending them. This is important, particularly because some
parents may feel that they are alone in a strange country without any support. Mrs. Alvarez told
me during the interview that she has made some acquaintances:
Well, I have met several mothers and sometimes we start talking. I have met some
mothers from talking to them after school; most of the people I know are from school.
Well, I feel less lonely. / Bien, pues ya conozco a varias y de repente nos ponemos a
platicar. De aquí he conocido, pues casi la gente que conozco es la de la escuela. Pues se
siente uno menos sola.”
Mrs. Alvarez appears to be very isolated, as she mostly knows only people from school.
Her extended family is not nearby and she does not have friends that live nearby. It appears that
family time can help parents who may feel isolated because they moved to a new country make
friends and feel less lonely. Also, meeting other parents can help them learn more about where
they live and how to access different services, including school supports when needed. Many
families help spread important news around, such as when the district has a food truck giving
away food to families in need or when they give away coats for the winter. Although the school
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tries to get the message to everyone in town, it’s hard to get to the families that are not attending
school at the time because their children are not of school age.
Mrs. Jones, the classroom teacher, stated during the interview that the program has
helped Mrs. Alvarez:
You can see her coming to life and the comfort because she’s talking to other moms. She
met Mrs. Ramirez and now Mrs. Ramirez is giving her a ride. She was, as we stated, she
was coming from isolated circumstances, and now she’s blossoming in her own
socialization. She’s made the adult connection.
It appears that Mrs. Jones observes the mothers making connections in school and relates that
this reduces their sense of isolation. She also observes that this helps the mothers get support
from other mothers in the program, such as Mrs. Ramirez offering rides to two other mothers to
help them out. She stated that she observed Mrs. Alvarez socializing with other mothers and
seen her horizons expand. When families immigrate to new countries, they often move on their
own, without knowing anyone else. This can cause isolation for the families, as they don’t know
the area and sometimes do not know the national language of the country they move to. For
Hispanic families it is very important to have extended family members nearby to help in raising
their children, as this is a common cultural practice. In my own experience, my aunts and
grandmother helped my parents take care of me when needed. They did not feel isolated in a new
country, as they had each other. So, it is important for the parents who feel isolated to make
connections with other families.
Even when some families in the study had extended family and friends and did not feel
isolated, they seemed to like attending the PEIP program. Mrs. Ledesma stated during our
interview why she likes attending the program:
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Yes, each person has their own opinion. Sometimes we may not have enough
experience but others do. I like to attend so that my children can play with other
children. /Si, cada cual tiene su opinión. Uno a veces no tiene suficiente experiencia y
otros sí. Si me gusta venir y se despejan mis hijos porque juegan con otros niños.
Mrs. Ledesma has different reasons why she liked getting acquainted with other parents
during PEIP time. She did like to listen to other parents’ opinions and experiences and respects
that everyone can have different experiences in life. Because of her awareness that not everyone
has enough experience raising children or with the school setting, she enjoyed her time spent
with the other mothers in the program. She liked to learn from others, just like Mrs. Ramirez,
another mother in the program. Additionally, Mrs. Ledesma sought out this opportunity so that
her children could play and have fun.
Although not all the parents in the program had much time to socialize, several of the
mothers remarked that it was nice and helpful to get to know other parents, especially because
they had different experiences from which they could learn. One mother also valued the time
she could spend getting to know other mothers, as she felt isolated. Additionally, many of the
other participants of the study had very busy schedules, as they had to work after dropping their
child off to school, and did not have time to socialize. When I asked the fathers that attended
PEIP if they socialized with other parents, they said that they mostly greeted the other parents
and some said that they may talk briefly to them as they were walking out of the classroom.
Overall, the mothers in the program appreciated making connections with other mothers
because they could learn from each other, make new acquaintances, and get a ride to school
when needed. The mothers in the study seemed more interested in making connections with
other mothers than did the fathers. The fathers in the study were very busy and most had to go to
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work after dropping their child off at school, while others had to go attend to other children at
home.
The main purpose of this research study was to ascertain what the Hispanic parents’
educational and involvement practices were while they participated in PEIP. The interviews
revealed the parents’ view that having educación/education was equated with having respect for
adults. This was highly important to teach children at home before attending school: “Behave
well, listen to the teachers, and respect the adults.” Most of the parents also reported that they
began to read to their young children after they started to participate in PEIP.
I also aimed at learning more about the parents’ educational background in their country
of origin. It was found that only two parents had completed high school while the rest of the
participants had an elementary or middle school education. The reason for the majority of the
parents having a lower level of education was financial resources, as they felt highly supported
by their parents regarding having a career. One participant said, “My parents valued education
and they support us so that we can continue getting an education.”
The parents participated in the PEIP program by attending the daily family activities and
showing high levels of engagement with their children. Many of the parents had to make various
sacrifices in order to be at school every day to participate in these family activities.
I was interested in parents’ perceptions regarding PEIP. The parents commented during
the interviews that they had discovered that children could learn at a young age and said that they
would start carrying out more early readiness skills practice at home because they now knew that
their young children were more capable of learning than they had thought previously. The
parents said they felt that PEIP was beneficial for them as a family.
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I was also interested in learning about the teachers’ perceptions regarding the parents’
educational practices. The teachers were impressed with the parents’ engagement. One teacher
remarked, “If I am reading a short story, Dad is just as engaged as the kids are. Dad is always
reading to him.” The teachers also equated parents’ sacrifices to get the child to school with how
important education was for them as parents and having high educational expectations and
aspirations for their children.

CHAPTER 5
DISCUSSION AND CONCLUSIONS
Cultural ideologies are carried out by people and institutions that co-exist within a society;
however, those ideologies may be transformed so that people and institutions shift their practices
to fit the new culture's ideologies. (Bronfenbrenner, 1979)
Introduction
During the last 17 years, I have heard classroom teachers and other school staff make
statements about Hispanic parents not caring enough about their child’s education. However,
working closely with Hispanic families and being Hispanic myself, I know that those statements
were incorrect. I have observed how the lack of knowing the family’s background led many
teachers to misjudge the students and families as not caring. I have learned from many of the
families I worked with the many obstacles they have had to overcome to make sure their child
attended school. The families that I worked with value education, but did not have the
knowledge of how schools function in the United States nor had the language to support their
child’s learning. Yet, this does not mean that they are not interested or—much less—that their
children do not learn any kinds of skills in the home. Growing up in a Hispanic household where
I was surrounded by people who cared about my education but also ensured that I developed
sound morals and other skills, such as those needed to take care of a home, I felt that I had
excellent Hispanic parents who taught me to value education. The families in this study were
hard-working and wanted the same thing as my own parents did—a good future for their
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children—and they knew that the best way to ensure they have this was by obtaining a good
education. Also, I have learned by working in the field of education that many of the Hispanic
families need support in better understanding the educational system in the United States. While
working with preschool children, families, and teachers in the past seven years I have learned
that the parent education and involvement programs can serve as a support system to newcomer
parents to connect them to the United States educational system. I knew that parents seemed to
like the program, yet what I found out in this study was much more than that. I was able to learn
in which ways the PEIP program can benefit families and the families’ perceptions about the
program. Additionally, I was also able to learn some information about the families’ background,
as well as their struggles.
The focus of this study has been to better understand how Hispanic immigrant preschool
parents described their educational beliefs and practices during their participation in a parent
education and involvement program in a United States preschool program. The participants in
this study were part of a parent education and involvement program (PEIP) in their child’s
preschool program. The nine families that participated in the study were all new to PEIP; the
parents were first-generation Hispanic and their children were the first generation to attend
preschool in the United States. In this last chapter, I discuss the challenges of the study, the
demographics of the families, the results, the implications for the PEIP program, and future
research ideas.
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Challenges of the Study
The study had two challenges: First, the amount of time I could spend observing
the families in the homes was limited because the families had very busy schedules and
this made it challenging to visit their homes more than once. Second, the observations
completed in the home environment were conducted to learn about the at-home
educational practices and whether they were included in the daily routines. However, it
was difficult to observe a daily routine in the life of the families because I was present in
the home and the daily dynamics were most likely different. During the visit, the
families sat all together in the living room or dining room; the children were very happy
to see me and curious about what I brought; and although the parents read the books I
brought for the children, this did not necessarily represent the daily educational practices
in the home. In fact, during the interviews the majority of the parents did not report
reading as a daily routine in the home.
Discussion of Results
As a bilingual school psychologist, working with preschoolers the last 12 years of
my career, I had only encountered parent education and involvement programs (PEIP)
that were provided for families after school hours and where parents did not spent time
with their child in the classroom. The reason I became interested in this parent education
and involvement program was to further learn about Hispanic parents’ educational
practices while participating in a parent education and involvement program where the
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whole family could participate daily with the preschooler in school activities. The current
literature speaks about the positive outcomes of PEIPs with Spanish-speaking families,
but most of the programs mainly started in kindergarten (Durand, 2011; Farver et al.,
2006; López et. al, 2007; Reese et al., 2000). I was only able to find one study that
related to parent education and involvement programs and it took place in the families’
homes, not in the child’s school; the program was called the HIPPY (Nievar et al., 2011).
The families in this study highly enjoyed and were appreciative of the quality
time they got to spend with their children in school. They also liked learning how the
United States educational system operates and that they were able to learn many
important skills on how to support their child’s education. On the other hand, I learned
about all of the families’ sacrifices to support their preschool child’s education. The
teachers appeared very supportive of the families, yet they still demonstrated some
deficit-model thinking regarding the parents’ educational practices.
Research Question 1
RQ 1. What are the Hispanic immigrant preschool parents’ educational beliefs
and practices while participating in the parent education and involvement program in a
United States school?
Findings revealed that the parents in the study believed the most important thing to teach
their children prior to starting school was respect. The parents believed that the word
education/educación means to teach morals to their children as well as to have them attend
formal schooling. Similarly, Reese et.al. (1995) found that Mexican and Central American
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parents ranked moral education as the most important lessons they should teach their preschool
children, while reading to them was ranked last. It seems that the Hispanic parents participating
in the study continue to believe that “Respeto/Respect” is an essential lesson for children to learn
prior to entering school (Valdés, 1996). These findings imply that all families teach their children
what is important for them as a family; this does not mean that those lessons are less important
than the ones learned in school, but they may go hand in hand. As a person raised in a Spanishspeaking country, I was also taught that respect equals education/educación and that it is
important for academic development.
The parents in the study appeared to like the PEIP program and seemed to understand the
benefits of providing their children with readiness skills at home at an early age. The parents
viewed as beneficial the time they were able to spend with their preschool child in the classroom
completing early readiness skills. They also seemed to realize that their child really enjoyed the
parent/child time. This is why the parents in the study were willing to make different sacrifices
to take their children to school and participate in the PEIP program. This demonstrates how
important education was for these families. Equally, Reese and Gallimore’s (2000) findings
imply a change in reading practices for the Hispanic parents in their study, due to contact with
United States schools. Additionally, a different study revealed that a home visit program that
modeled readiness skills to preschool parents increased parent involvement (Nievar et al., 2008,
2011). Hispanic families have shown that they care about their child’s education as they try to
adapt to new cultural practices. Yet, it is important to respect and understand cultural differences
as a classroom teacher in order to be able to make connections with the families in our schools.

139

The home-school connection developed in programs like the PEIP can support the families in
having better understanding of what is happing in their child’s learning.
It was also found that the Hispanic parents participating in PEIP wanted their children to
be successful in school and had high value for education. All of the parents viewed higher
education as very important and wanted their children to have careers, as this would help them
further their lives. This is why many of the parents in PEIP made different personal sacrifices to
be part of their child’s education. Unlike many educators appear to believe, Hispanic parents
care about their children’s education and believe it is important to be highly educated. Quiocho
and Daoud (2006) investigated Hispanic parents’ participation in schools; their findings revealed
that school staff perceived Hispanic parents as having minimal involvement in their child’s
education. On the other hand, the study revealed that parents were interested in their children’s
education. It is very important that educators make school-home connections to have better
understanding of families’ backgrounds, home practices, and educational aspirations. This
information will help teachers strengthen their partnerships with parents.
Research Question 2
RQ2. How do Hispanic immigrant preschool parents describe their educational
experiences in their country of origin?
Findings revealed that most of the parents in the study felt that their own parents
valued education and wanted them to have a career. Yet most of the preschool parents
and grandparents had a lower level of education than high school or even elementary
school, mostly due to lack of financial resources or lack of available schooling. Similar
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findings were seen by Reese and Gallimore (2000), who found that the level of education
for immigrant parents varied depending on where they grew up (rural vs. town) in their
land of origin. As well, Valdés (1996) found that the majority of the families (68%) in
her study (all families were of Hispanic descent) had less than a seventh-grade education.
The study findings imply that it is important for teachers to learn more about the parents’
educational background in order to better support them during parent education and
involvement programs. Additionally, it is important that school staff learn about the
families in their community and what types of needs they may have in order help families
connect to community resources. Furthermore, learning this information may help
school staff develop programs to support parent education and involvement programs
like PEIP.
Classroom teachers also noted that the parents in the study had high educational
aspirations for their children because of how supportive and engaged these parents were
during PEIP activities, as well as the sacrifices that many had to make in order to be there
every day with their child. Additionally, parents reported during their interview that they
would like their children to have a career, as this would help them have a better life.
Similarly, Immerwahr (2000) found that when parents of high school students were asked
about the importance of a college education for later success in life, 65% of Hispanic
parents in the study thought that this was highly important. These findings imply that
even when parents may have a lower level of education than most middle-class
Americans, teachers cannot assume that they have lower expectations or aspirations
regarding their child’s education just because they may not know how to support the
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child academically at home. Per these findings, it is important that teachers connect with
families to learn about the kinds of educational expectations and aspirations they have for
their young ones. This information will allow for teachers to make connections with the
parents and in this way find better ways to support the student’s progress in school.
Moreover, because the parents in this study were not able to reach their academic goals,
it appears that the families in the study needed support in order to help their children
reach their academic potential, and a program like PEIP seemed to be a good way for
them to start learning how to support their children in school.
Research Question 3
RQ 3. In what way do Hispanic immigrant preschool parents participate in the
parent education and involvement program?
Rogoff (1990) defined “guided participation” “as a process in which caregivers’ and
children’s roles are entwined, with tacit as well as explicit learning opportunities in the routine
arrangements and interactions between caregivers and children” (p. 65). Intent participation is
one of three distinctive forms of Guided Participation (Rogoff, 2003). Intent Participation occurs
when people learn through observation and listening in as an anticipation of participation
(Rogoff, 2003; Rogoff et al., 2003).
Rogoff (2003) states that several elements are key in communities that practice Intent
Participation, and the following two were observed in this study: Encouragement of keen
observation–Keen observation is highly encouraged and/or taught by families and it helps
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develop good attention skills; Responsive assistance–Families that practice learning by
observation tend to be readily and quickly available to support the child in any learning process.
Encouragement of Keen Observation
Findings revealed that the parents carefully observed the classroom teacher modeling an
activity such as reading a book to the class. The parents in the study did not really ask the
teacher or classroom aide any questions regarding the activity that they were observing. The
parents focused on the activity modeled by the classroom teacher and completed the activity with
their child. It was evident that the parents learned the ways that the teacher modeled how to read
to the child during the classroom and home observations. The parents engaged in reading to
their child and stopped to ask questions, which is a strategy used by teachers to teach listening
comprehension skills to students.
Responsive Assistance
I saw during different school activities that parents observed their children working on
different tasks after watching the classroom teacher. The parents appeared to have been
observing their child’s work in order to provide support when needed. For example, it was noted
that when a child needed help in cutting shapes out of construction paper, the parent would be
readily available to do so.
Additionally, findings revealed that parents had high engagement with their child
during all the PEIP activities and that they made many sacrifices to attend PEIP. Yet,
several factors impacted parent participation in PEIP (e.g., parents’ work shifts,
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transportation, and daycare). Kelty (1997) found that Hispanic parents in her sample
participated more in school activities if the school had additional personnel, child care,
variety of times for school activities, and transportation for families to the school
activities. It is important for teachers to get to know their students’ families in order for
them to best support family school involvement and participation, as not all the families
may be able to participate in school activities during the school day. Perhaps having
evening activities for families that have more of a busy schedule during the day would be
beneficial for many families.
Parents reported that they learned the importance of reading to their young
children and appeared to use the skills learned during PEIP to support their child’s early
literacy skills. The teachers observed on a daily basis how parents made sacrifices to
attend the program, which indicated that they valued their child’s education. However, I
think is important to take into account that parent participation could be made much
easier if families are given daycare for the younger children. Kelty (1997) found that
Hispanic parents in her sample participated more in school activities if the school had
child care. This will help parents focus on only one child during PEIP. Also, it is
important that the parents are told what will happen during the PEIP program; if they
know what to expect, they may be less apprehensive and/or uncomfortable when starting
the program and therefore more willing to attend regularly.
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Research Question 4
RQ 4. What are Hispanic immigrant preschool parents’ perceptions about the
parent education and involvement program?
Findings revealed that the PEIP program was beneficial for the parents because it
helped them better understand how the preschool program worked in this particular
United States school. The parents learned about introducing early literacy and other
readiness skills early in their child’s life. Furthermore, research findings indicated that
parents viewed the program as beneficial to them because they were able to spend time in
school with their children engaging in early readiness skill practices. The parents also
valued the quality time they were able to spend with their child, as well as all the learning
that they had as parents regarding the classroom expectations. Durand (2011) found that
parents’ social capital, which is the relationships and interactions between children and
adults, appeared to predict parents’ at-school educational involvement practices.
Additionally, parents benefited from the support given by the bilingual staff in the
program. Quiocho and Daoud’s (2006) study findings indicated that Hispanic Spanishspeaking parents were interested in their children’s education, and proposed that a better
way to communicate with the school was to have a bilingual staff member in the main
office. These findings imply that if immigrant parents are given supports as the ones
offered by PEIP, they should have a general idea of how to support their young children
(before preschool age and during the preschool years) early readiness skills at home.
Studies conducted with Hispanic families using the HIPPY have found that parental
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education programs that consist of modeling pre-academic activities during home visits
may increase parental involvement and efficacy, as well as produce positive changes in
the home environment that may increase academic stimulation, role modeling, and
learning materials (Nievar et al., 2008; Nievar et al., 2011). However, this does not mean
that parents are the main ones responsible for teaching children academic skills in the
home; schools’ staff has to work together with families in order to support students’
academic success.
Findings indicate that during the PEIP activities some parents were able to make
connections with other parents. Some parents benefited from the social aspect of the
connections, other wanted to learn about other parents’ experiences, and others like the
support they provided to each other. A benefit of a parent education and involvement
program is that parents are able to connect to other parents of similar cultural background
and language. Making connections in the community is important for immigrant families
that may be geographically isolated when the move to the United States. This may have
provided them opportunities to socialize.
Findings revealed that the families that participated in PEIP viewed this program
as highly beneficial for the whole family as they would highly recommend this program
to other future families. Parents’ positive view about PEIP provides the program with
positive feedback to continue providing these supports to student and their families in
years to come.
There is research indicating that parent involvement programs in the United
States do not take the families’ cultural practices into account (Auerbach, 1989; Valdés,
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1996). Similar findings were seen in the program under study. The classroom teachers’
intention during the PEIP was to help parents learn how to help their child understand
early readiness skills base on the educational system in the United States. The teachers
did not use funds of knowledge to support students nor parents learning in school. They
did not take into account the background of the families when trying to teach them how
to support their children in school. Although the classroom teachers completed home
visit as part of the preschool program, these visits were only to state how the child was
doing in school. The home visits are very much like parent teacher conferences. It may
be beneficial that in the future the preschool teachers could take into account the families
practices, cultural background, and the family funds of knowledge to further support
students and families during PEIP.
Research Question 5
RQ 5. What are classroom teachers’ perceptions of the Hispanic immigrant
parents’ at-home and at-school practices during the parents’ participation in the parent
education and involvement program?
Findings indicated that classroom teachers believed that the preschool parents in
the study value education and had high educational expectations for their children.
Findings revealed that PEIP proved beneficial to teachers, as it allowed them to learn
about the family’s life and educational beliefs and practices. Also, it allowed the teachers
to observe parent-child interactions in school and this helped them form more realistic
perceptions of the readiness practices at home. The teachers were able to notice the
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sacrifices families made to attend the PEIP program. The teachers believed that the
reason parents work so hard to be in school every day was because they value their
children’s education and want them to be successful in life.
On the other hand, one of the classroom teachers still seemed to have somewhat
of a “deficit model” thinking when expressing her ideas of the problems she perceived
the families and children to have regarding their educational practices. Although she had
much positive feedback about parents’ participation and engagement in the program, she
failed to acknowledge that some of the children in her classroom brought many skills
with them, that these skills were part of the child’s development, and that those skills
could also transfer to school learning. She believed that if children did not have early
readiness skills they lacked skills to be successful in school. It appears that she may still
view cultural differences as deficits, because without knowing much about the family and
their practices she assumed that they had no idea how to further the education of their
child. Quiocho and Daoud’s (2006) findings revealed that school staff perceived
Hispanic parents as having minimal involvement in their child’s education. Yet, the
other classroom teacher acknowledged that many of the children in her room had
excellent Spanish language skills even when these were not related to early readiness
vocabulary such as colors. Her belief was that the children could expand their current
Spanish language skills as they participated in school and parents practiced more reading
with their children. It is important that teachers and school staff move away from a
“deficit model” approach and adopt the attitude that although cultural values are
different, they are all important. They need to acknowledge that we all have a history
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and our backgrounds are full of funds of knowledge from which we can draw to support
a child’s learning development. Perhaps teachers could use a strengths-based approach
when developing parent education and involvement programs, which can help them
better understand that we all have strengths to build upon.
Furthermore, the PEIP program was beneficial for parents in helping them build
trust with teachers and staff and feel comfortable leaving their child in school as well as
participating in the parent activities. Although the parents felt uneasy participating in the
program at first and some parents were hesitant to leave their 3-year-old child in school
because they were too young and did not appear to be ready for school, the fact that they
spent 20 minutes a day in the classroom helped the parents feel more at ease when
leaving their children in school for several hours after PEIP. Overall, it appears that the
PEIP time was not only beneficial for the parents but for the classroom staff to get to
know the families well and learn how to best support them.
Recommendations for Parent Education and Involvement Program
The program design could benefit from some adjustments to improve parent
participation, parent comfort level, and teacher’s knowledge regarding families’
educational practices.
1. Many parents appear to need support with their non-school-age children
because they lack the resources of child care. It seems that if the school could
provide child care for the 20 minutes of family time it would improve the
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quality of parents’ participation. Additionally, if child care is offered during
field trips, all the parents could attend them with their child.
2. The teacher expressed that parents felt uncomfortable during the beginning of
the program due to unfamiliarity with the program expectations. Parents also
expressed that they did not know what to expect of the PEIP program. In
order to help parents learn the program expectations the teachers could invite
parents to an open house before the program starts to go over the PEIP
program. Currently, an open house is not part of the preschool program.
Also, given that the program includes home visits, one of these could be
conducted before school starts to inform parents about PEIP.
3. The program currently has never done a pre and post questionnaire/survey
regarding parents’ educational involvement practices. It may be useful for the
school staff to learn about the parents’ at-home early readiness school
practices before they participate in the PEIP program. This can help school
staff be better prepared to meet the family’s needs and adjust their PEIP
accordingly.
4. Teachers and parents could create a partnership that allows parents to have a
voice in the development of PEIP activities. By allowing families to share
ideas for the PEIP, those with diverse backgrounds could share ideas that
connect to their educational beliefs and practices and also learn about the U.S.
preschool expectations. This may provide better connections with families in
the school community.
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Implications for Higher Education
It was learned that both preschool teachers became knowledgeable regarding
multicultural and bilingual education during their early years of teaching. It is projected
that the Hispanic population living in the United States will double in size from 16% in
2010 to 30.3% by 2050 (Ortman & Guarneri, 2009). As the United Stated schools are
becoming more multicultural and bilingual each day, it seems important for higher
education organizations to prepare teachers to work with a diverse population before they
encounter the educational system. It also seems important that some of the university
courses for future classroom teachers should focus on different techniques of how to
teach children that have different cultural backgrounds and languages. Additionally, it
appears that student-teaching practices should include working with multicultural and
bilingual students and families in order to prepare future teachers to best work with
diverse populations.
Future Research
The most common PEIPs amongst preschool programs nationally are those in which
parents are invited to participate in different school activities and workshops after school, as
these are better fitted to many parents’ schedules and do not take away from instructional time.
A good research idea would be to study these other PEIP programs in which parents are not part
of the child’s school day to learn what are parents’ educational beliefs and practices while
participating in the program and in what ways parents participate in PEIP. Learning about
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Hispanic immigrant preschool parents’ home practices as they participate in this kind of PEIP
and how they are involved in their child’s early readiness skills at home and at school would be
beneficial in learning which type of program appears to be more beneficial for parents.
Currently, as a bilingual school psychologist, I encounter many families that do not know
how to further support their children as they move from grade level to grade level, as school
material gets complicated and students begin education in English. It appears that parental
support for their children becomes more complex with the passing of time. I see many families
struggle to support their children during homework, especially as curricula become more
complicated, particularly with the adoption of Common Core Curriculum and Partnerships for
Assessment of College and Careers (PARCC) expectations. The Common Core:
is a set of high-quality academic standards in mathematics and English language
arts/literacy (ELA). These learning goals outline what a student should know and be able
to do at the end of each grade. The standards were created to ensure that all students
graduate from high school with the skills and knowledge necessary to succeed in college,
career, and life, regardless of where they live. Forty-two states, the District of Columbia,
four territories, and the Department of Defense Education Activity (DoDEA) have
voluntarily adopted and are moving forward with the Common Core. (Common Core
State Standards Initiative, 2016)
So, in an effort to gain further information regarding how the at-home and -school educational
practices of the current families under study further develop throughout their child’s school
years, it may be important to follow the academic progress of these students and the families’ athome and -school educational practices. The school currently offers parent involvement
opportunities such as Math Night or Reading Night, yet they do not offer parent education
services like preschool. This type of information could provide valuable feedback for these
parents’ early education and involvement programs. As well, it may provide the district with the
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type of needs these families encounter to support the academic development of their children
throughout higher grades.
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Parent Interview Questions (English Version)
1. How many family members, who are they and what are their ages?
2. How many children attend school in the home?
3. Do you work? What is your job? Does your spouse work? What is their job?
4. Do you rent or own your home?
5. Where were you born? Where was your spouse born?
6. Who speaks English in the home and outside the home?
7. How long has the family been living in the U.S.?
8. Please describe a regular day with your family.
9. Please describe special activities that the family practices.
10. What do you remember about your teachers? Are there any teachers that stand out? Both
parents if available.
11. Do you remember any other school staff? If so, describe them and how they support you
in school. Both parents if available.
12. Do you remember your school? If so, please describe.
13. Do you remember your friends? If so, please describe.
14. Do you remember if your parents helped you with schoolwork? Please describe how or
why not?
15. How important do you think it was for your parents that you finish school?
16. What was the availability of school for you? Please describe if it was close or far, if your
parents had to pay.
17. Do you remember your favorite book in school?
18. What do you remember your parents taught you at home?
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19. What does the word education mean for you and your family?
20. What is the most important thing you should teach your child before going to school?
21. What is the most important thing that your child should know before going to school?
22. Does anyone in the family read to your preschool child?
23. What type of school activities or any other activities does the family practice with your
child?
24. What were your expectations of the parent education and involvement program?
25. What did you think you would learn during the parent education and involvement
program?
26. Are you always able to attend the school activities? If no, please explain.
27. How important do you think it is for you to participate in the different activities in school
with your preschool child?
28. How important do you think it is for children between the ages of 3-5 to attend school?
29. What are your academic aspirations for your child?
30. Which school activities are you able to attend with your child during this school year?
31. Which activities have you found the most useful? Do you practice these activities at
home with your child?
32. What do you think about the other activities?
33. How do you feel when participating with your child in school activities?
34. What do you think preschool children should be learning at-home and why?
35. Could you name different activities that you may do with your child and family and why?
36. Could you describe your relationship with the classroom teacher?
37. Can you talk about your experience and interactions with the parents and classroom
teachers at the school activities?
38. How did you feel when meeting other parents in the program?
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39. Do you notice if your child has learned different skills while in preschool and if he/she
uses these skills at home?
40. What do you think about the parent education and involvement program now that you
have been participating for almost a school year?
41. What advice would you share with a parent who is about to start participating in the
preschool program?
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Parent Interview Questions (Spanish Version)
1. ¿Cuántas personas son en la familia, quiénes son, y qué edades tienen?
2. ¿Cuántos hijos (as) van a la escuela?
3. ¿Usted trabaja? ¿En qué? Su esposo(a) trabaja? En qué?
4. ¿Ustedes rentan o son dueños del hogar?
5. ¿Dónde nació usted y donde nació su pareja?
6. ¿Cuáles miembros de la familia habla inglés en la casa y fuera de la casa?
7. ¿Cuántos años ha estado la familia residiendo en Estados Unidos?
8. Por favor describa como es un día normal en su familia.
9. Por favor platique que actividades especiales hace la familia.
10. ¿Qué recuerda usted acerca de sus maestros(as), hay alguna(o) que recuerda mas y
porque?
11. ¿Se acuerda usted de algún otro maestro o personal de la escuela? Entonces describe
quiénes eran y como los apoyo.
12. ¿Se acuerda usted de cómo era su escuela? Descríbala.
13. ¿Se acuerda usted de sus amigos de la escuela? Descríbalos.
14. ¿Se acuerda usted si sus padres lo ayudaron con las tareas de la escuela? Describa cómo o
porqué no.
15. ¿Cuán importante cree usted que fue para sus padres el que usted terminara la escuela?
16. ¿Tenía usted acceso a las escuelas por su casa? Diga si eran cerca o lejos, si había que
pagar o eran gratis.
17. ¿Recuerda usted su libro favorito? Dos padres si disponible.
18. ¿Recuerdas lo enseñanzas te dieron tus padres en la casa?
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19. ¿Qué significa la palabra educación para usted?
20. ¿Qué cree usted es lo más importante que le enseñe usted a sus hijos antes de que entren a
la escuela?
21. ¿Qué es lo más importante que su hijo(a) debe saber antes de ir a la escuela?
22. ¿Alguien de la familia lee con el niño de edad pre-escolar en la casa?
23. ¿Qué actividades académicas u otras actividades práctica la familia con el estudiante preescolar?
24. ¿Cuáles eran tus expectativas acerca del programa para padres?
25. ¿Qué pensabas ibas a aprender participando en el programa de padres?
26. ¿Has estado disponible para atender las actividades escolares?
27. ¿Cuán importante piensas tu que sea tu participación en las actividades pre-escolares con
tu hijo(a)?
28. ¿Crees que es importante que los niños de 3-5 años vayan a la escuela?
29. ¿Qué aspiraciones educativas tienes para tus hijo(a)?
30. ¿Cuáles actividades escolares has podido atender con tu niño(a) pre-escolar durante este
año escolar?
31. ¿Cuáles actividades de las que hacen en la escuela encontraste de más ayuda?
¿Practicases estas actividades con tu hijo(a) en la casa?
32. ¿Qué piensas de las otras actividades que se han llevado a cabo en la escuela?
33. ¿Cómo te sentiste al participar con tu hijo(a) en las actividades pre-escolares?
34. ¿Qué piensas tu debe estar aprendiendo un niño de edad pre-escolar en la casa y porque?
35. ¿Puedes nombrar diferentes actividades que pudieras realizar con tu hijo(a) y familia y
porque?
36. ¿Puedes describir como es tu relación con la maestra?
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37. ¿Puedes describir como han sido tus experiencias e interacciones con los padres y los
maestros durante las actividades de la escuela?
38. ¿Cómo te sentiste al conocer otros padres/madres en el programa?
39. ¿Has notado si tu niño(a) a aprendido diferente destrezas académicas en la escuela y si las
está usando en la casa?
40. ¿Cuál es tu opinión del programa para padres en el cual estas participando este año
escolar?
41. ¿Qué consejos le darías a otros padres que están por empezar a participar en el programa
pre-escolar?
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Teacher Interview Questions
Based on the encounters that you have had with the parent-child:
1. Are the parents participating in the school activities and why do you think they are?
2. What are the main reasons that the family has for not participating consistently in the
school activities?
3. How comfortable do you think the parents feel when participating in the school activities
and have you noticed a difference between the beginning of the school year and now in
April?
4. How is parents’ engagement with their child during the school activities?
5. How is parents’ engagement with you during the school activities?
6. Based on classroom performance, what skills do you think that parents were teaching
their child in the home at the beginning of the school year? Give examples.
7. Based on classroom performance, what skills do you think that parents are teaching their
child in the home at this time of the school year? Give examples.
8. At the beginning of the school year, how open do you think the parents felt using the
information that they were being taught at school in family activities with their child at
home? How do you think parents feel now using the new information they learned in
school activities?
9. What types of educational aspirations and expectations do you think the parents have for
their child after participating in the school activities this year?
10. Do you think those educational aspirations and expectations changed as a consequence of
participating in the family activities in school?
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Questions about the school materials:
1. Do you have Spanish books and materials for families to use during the school
activities?
2. Are PK students able to check out books from the school library? If so, do they have
Spanish material for PK?
3. Does the program have supports to help parents learn about educational materials
they should have at home?
Teacher’s background:
1. What is your ethnic background?
2. Was there another language, other than English, spoken at your home? If so, is this
language still being used by you and your family?
3. Why did you choose a career in Early Childhood Education?
4. What is your educational background?
5. How can you describe your experience teaching Hispanic children?
6. How can you describe your experience working with Hispanic families?
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Parent(s)/Guardian(s) Verbal Child Permission Consent Form for Participation
This is a verbal consent form that is asking for your permission to allow your child to
participate in a research study. Although your child is not a primary participant in the study, I
would like to learn about your interactions with your preschool child at home and at school. The
purpose of this study is to learn as much as possible about Hispanic immigrant parents’
educational beliefs and practices with their preschool children, as well as their experiences while
participating in a parent education and involvement program in school. By allowing me to
complete observations of parent(s)/guardian(s)-child interactions in school activities and home
visits you will help me learn more about how the parent education and involvement program in
school supports preschool parents. Child and parent(s)/guardian(s) will be observed during
school activities in which they already participate (family time and library days). The
observations will be completed a minimum of two times for each school activity mentioned
above between January and May of 2013. I am also asking for permission to complete two home
visits for approximately 60 minutes each visit to observe the child-parent(s)/guardian(s)
interactions in their home between January and May of 2013.
Participation in this study is voluntary. In other words, you do not need to allow your
child to participate in the study if you do not want to and your child will not be negatively
affected if you choose not to allow him/her to participate in the study. If you do choose to allow
your child to participate in this study, please be assured that although the study findings will be
presented in a dissertation and may be published in educational journals, all observation notes
and your child’s identity will be protected by keeping them strictly confidential. Only the
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classroom teacher and classroom aide will know about your child’s participation in the study, as
they will help in providing me a list with names of possible participants. The data will be stored
in a personal computer and iPad stored in my home under key lock password to which I only
have access. If you change your mind at any time and decide that you do not want your child to
participate in the study, you may withdraw your child from the study without penalty.
As a school psychologist in the district and a Northern Illinois University student, I am a
state-mandated reporter and I have to report any suspected child abuse to the authorities.
If you have further questions regarding this study please contact Luilia E. Palermo
(Student) at 847-846-9392, or Dr. Cynthia Campbell, Northern Illinois Faculty Advisor at 815753-8471. In addition, if you require further information regarding your child’s rights as a
research participant, you may contact the Office of Research Compliance at Northern Illinois
University at 815-753-8588. Your verbal agreement indicates that you have read and or heard the
information in this document and have decided to verbally agree to allow your child to
participate in this study. As well, your verbal agreement indicates that you have received a copy
of this document.

Thank you,
Luilia E. Palermo,
Doctoral Candidate at NIU
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Consentimiento Verbal de el/los Padres del Niño(a) para su Participación
Este es un consentimiento verbal el cual pide su permiso para que su hijo(a) pueda
participar en esta investigación. Aunque su hijo(a) no es el participante primario en la
investigación, yo quisiera aprender sobre las interacciones entre usted y su hijo(a) pre-escolar en
la escuela y en la casa. El propósito de este estudio es aprender sobre las creencias y prácticas
educativas de los padres inmigrantes Hispanos con sus hijos de edad pre-escolar. Además, deseo
aprender sobre las experiencias de los padres al participar del programa para padres en el
programa pre-escolar. Al permitirme hacer observaciones de las interacciones del
padre(s)/guardián(es)-hijo(a) en las diferentes actividades escolares y en el hogar usted me
ayudará a obtener mayor información sobre como los programas que ofrece la escuela para
padres de niños pre-escolares ayuda a los padres Hispanos. Los padre(s)/guardián(es)-hijo(a)
serán observados en actividades escolares en las cuales ya son participes (tiempo con familia 20
minutos al día y día en la biblioteca). Las observaciones en la escuela serán hechas un mínimo
de dos veces por cada actividad arriba mencionada entre los meses de Enero y Mayo del 2013.
Además, también pido permiso para realizar dos visitas a su hogar y observar las interacciones
entre usted y su hijo(a) por aproximadamente 60 minutes cada visita entre Enero y Mayo del
2013.
La participación de su hijo(a) es completamente voluntaria. En otras palabras su hijo(a)
no tiene que participar en esta investigación si usted no lo desea y no abran repercusiones
negativas para él/ella. Si usted permite que su hijo(a) participe de la investigación, puede estar
seguro(a) de que a pesar de que los resultados serán parte de una tesis doctoral y pudieran ser
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publicados en revistas de tipo educativo, que las notas de las observaciones y la identidad de su
hijo(a) se mantendrán bajo estricta confidencialidad. Solamente su maestra y la asistente de la
maestra sabrán de la participación de su hijo(a) en la investigación ya que ellas ayudaran a
recopilar una lista con posibles candidatos para la investigación. La información obtenida en
observaciones en la escuela y en la casa se mantendrán en mi computadora y tableta personal
en mi hogar con un código de seguridad personal que solo yo puedo abrir. Si usted cambia de
opinión en cualquier momento y desea que su hijo(a) ya no participe en la investigación usted
podrá hacerlo libremente y sin ningún problema o penalidad.
Soy sicóloga escolar del distrito y estudiante de la Universidad de Northern Illinois y
como tal debo informar a las autoridades del estado de cualquier sospecha de abuso de
menores.
Si usted tiene preguntas adicionales puede contactar a Luilia E. Palermo (estudiante) al
847-846-9392, o a la Dra. Cynthia Campbell, Profesora y Consejera de la Universidad de
Northern Illinois al 815-753-8471. Además, si usted quiere más información en cuanto a los
derechos de su hijo(a) como participe en una investigación por favor contacte a la Oficina de
Investigación de la Universidad de Northern Illinois al 815-753-8588. Su consentimiento verbal
indica que usted ha leído y/o escuchado esta información y verbalmente a decido permitir que
su hijo(a) participe en esta investigación. Además, su consentimiento verbal indica que usted ha
recibido copia de este documento.
Gracias,
Luilia E. Palermo,
Candidata al Doctorado en NIU

APPENDIX F
PARENT(S)/GUARDIAN(S) VERBAL PERMISSION
CONSENT FORM FOR PARTICIPATION
(ENGLISH VERSION)

177

Parent(s)/Guardian(s) Informed Verbal Consent Form
This is a verbal consent from to request your participation in a research study. The
purpose of this study is to learn as much as possible about Hispanic immigrant parents’
educational beliefs and practices with their preschool children, as well as their experiences while
participating in a parent education and involvement program in school. By allowing me to
complete observations of parent(s)/guardian(s)-child interactions in school activities and home
visits, as well as and parent(s)/guardian(s) interviews, you will help me learn more about how the
parent education and involvement program in school supports preschool parents.
Parent(s)/guardian(s)-child will be observed during school activities in which you already
participate (family time and library day). The observations will be completed a minimum of two
time for each school activity mentioned above between January and May of 2013. I am also
asking for permission to complete one home visits for approximately 60 minutes to observe the
child-parent(s)/guardian(s) interactions in their home between January and May of 2013. In
addition, I am asking for parent(s)/guardian(s) to allow me to conduct one interview with you
between January and May of 2013 for a minimum of 60 minutes and to be able to record the
interview.
Participation in this study is voluntary. In other words, you do not need to participate in
this study if you do not want to. Please be assured that although the study findings will be
presented in a dissertation and may be published in educational journals all observations,
interview notes, and your identity will be kept strictly confidential. Only the classroom teacher
and classroom aide will know about your participation in the study, as they will help in providing
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me a list with names of possible participants. The data will be stored in a personal computer and
iPad kept in my home under key lock password to which only I have access. If you change your
mind at any time and decide that you do not want to participate in the study, you may withdraw
without penalty.
As a school psychologist in the district and a Northern Illinois University student, I am a
state-mandated reporter and I have to report any suspected child abuse to the authorities. I
appreciate your participation and cooperation in this study. To thank you for your participation in
this study, you will receive a $25 gift card at the end of the study from a local store.
If you have further questions regarding this study please contact Luilia E. Palermo
(Student) at 847-846-9392 or Dr. Cynthia Campbell, Northern Illinois Faculty Advisor at 815753-8471. In addition, if you require further information regarding your rights as a research
participant, you may contact the Office of Research Compliance at Northern Illinois University
at 815-753-8588. Your verbal agreement indicates that you have read or heard the information in
this document and have verbally decided to agree to participate in this study. The interviews will
be audio recorded. If you agree to be audio recorded during the interview session, please verbally
state your answer. As well, your verbal agreement indicates that you have received a copy of this
document.

Thank you,
Luilia E. Palermo,
Doctoral Candidate at NIU

APPENDIX G
PARENT(S)/GUARDIAN(S) VERBAL PERMISSION
CONSENT FORM FOR PARTICIPATION
(SPANISH VERSION)
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Consentimiento Verbal Informado para Padre(s)/Guardián(es)
Este es un consentimiento verbal en el cual le pido a usted que participe en esta
investigación. El propósito de este estudio es aprender sobre las creencias y prácticas educativas de
los padres inmigrantes Hispanos con sus hijos de edad pre-escolar. Además, deseo aprender sobre
las experiencias de los padres al participar del programa para padres en el programa pre-escolar. Al
permitirme hacer observaciones de las interacciones del padre(s)/guardián(es)-hijo(a) en las
diferentes actividades escolares, en el hogar, y entrevistas con los padre(s)/guardián(es) usted me
ayudará a obtener mayor información sobre como los programas que ofrece la escuela para padres
de niños pre-escolares ayuda a los padres Hispanos. Los padre(s)/guardián(es)-hijo(a) serán
observados en actividades escolares en las cuales ya participan (tiempo con familia y día en la
biblioteca). Las observaciones en la escuela serán hechas un mínimo de dos veces por cada
actividad arriba mencionada entre Enero y Mayo del 2013. Además, también pido permiso para
realizar una visita a su hogar y observar las interacciones entre usted y su hijo(a) por
aproximadamente 60 minutes entre Enero y Mayo del 2013. Finalmente, también pido que usted me
permita hacerle una entrevista por un mínimo de 60 minutos entre Enero y Mayo del 2013 y poder
grabar la entrevista.
Su participación es completamente voluntaria. En otras palabras no tiene que participar en
esta investigación si usted no lo desea y no abran repercusiones negativas. Si usted acepta participar
de la investigación, puede estar seguro(a) de que a pesar de que los resultados serán parte de una
tesis doctoral y pudieran ser publicados en revistas de tipo educativo, que las notas de las
observaciones, las notas de las entrevistas, y su identidad se mantendrán bajo estricta
confidencialidad. Solamente la maestra de su hijo(a) y su asistente sabrán de su participación de en
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la investigación ya que ellas ayudaran a recopilar una lista con posibles candidatos para la
investigación. La información obtenida en observaciones en la escuela y en la casa, y la
información obtenida de las entrevistas se mantendrán en mi computadora y tableta personal en mi
hogar con un código de seguridad personal que solo yo puedo abrir. Si usted cambia de opinión en
cualquier momento y desea no seguir participando en la investigación usted podrá retirarse
libremente y sin ningún problema o penalidad.
Soy sicóloga escolar del distrito y estudiante de la Universidad de Northern Illinois y como
tal debo informar a las autoridades del estado de cualquier sospecha de abuso de menores. Aprecio
su participación y cooperación. Como agradecimiento por su participación recibirá una tarjeta de
regalo de 25$ de una tienda local al final del estudio.
Su usted tiene preguntas adicionales puede contactar a Luilia E. Palermo (estudiante) al 847846-9392, o a la Dra. Cynthia Campbell, Profesora y Consejera de la Universidad de Northern
Illinois al 815-753-8471. Además, si usted quiere más información en cuanto a los derechos como
participante en una investigación por favor contacte a la Oficina de Investigación de la Universidad
de Northern Illinois al 815-753-8588. Su consentimiento verbal indica que usted ha leído y/o
escuchado esta información y verbalmente a decido ser participe en esta investigación. Las
entrevistas con usted serán grabadas de forma oral. Si usted está de acuerdo de que las entrevistas
sean grabadas solo de forma oral, por favor indique que está de acuerdo de forma verbal. Además,
su consentimiento verbal indica que usted ha recibido copia de este documento.

Gracias,
Luilia E. Palermo,
Candidata al Doctorado en NIU

APPENDIX H
TEACHER INFORMED CONSENT FORM
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Teacher Informed Consent Form
This is a written consent form to request your participation in a research study. The purpose of
this study is to learn as much as possible about Hispanic immigrant parents’ educational beliefs and
practices with their preschool children, as well as their experiences while participating in a parent
education and involvement program in school. I would also like to learn about preschool teachers’
perceptions regarding Hispanic parents’ educational beliefs and practices while participating in a parent
education and involvement program. By allowing me to complete observations of the different activities
of the parent education and involvement program and interactions between teacher-parent(s) during these
school activities; as well as teacher interviews, you will help me learn more about teachers’ perceptions of
Hispanic preschool parents’ educational beliefs and practices while participating in an educational
program in school. The school observations will be completed during school activities in which
parents/guardians and children already participate (family time and library day) during January and May
of 2013. Observations during family time will occur a minimum of 2 times per family during the study (I
will only focus on one family for each 20-minute session). Observations for library day will occur a
minimum of two times during the study between January and May of 2013. In addition, I am asking
teachers to allow me to conduct an interview regarding each of the families they work with that are
participating in the study between January and May of 2013 for a minimum of 30 minutes each.
Participation in this study is voluntary. In other words, you do not have to participate in the study
if you do not want to. If you do choose to participate, please be assured that although the study findings
will be presented in a dissertation and may be published in educational journals all observations,
interview notes, and your identity will be kept strictly confidential. The information will be kept in a
personal computer and iPad stored in my home under key lock password to which only I have access. If
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you change your mind at any time and decide that you do not want to participate in the study, you may
withdraw without penalty.
As a school psychologist in the district and a Northern Illinois University student, I am a
State-mandated reporter and I have to report any suspected child abuse to the authorities.
If you have you have further questions regarding this study, please contact Luilia E.
Palermo (Student) at 847-846-9392, or Dr. Cynthia Campbell, Northern Illinois Faculty Advisor at 815753-8471. In addition, if you require further information regarding your rights as a research participant,
you may contact the Office of Research Compliance at Northern Illinois University at 815-753-8588.
Your signature indicates that you have read and agree to participate in this study and that you
acknowledge you have received a copy of this document. I appreciate your participation and cooperation
in this study.
Your signature indicates that you have read the information provided above and have
decided to complete this form.
___________________________________________
(Signature & printed name)

_________
(Date)

The interviews will be recorded. If you agree to be recorded during the interview sessions, please
sign below: _____________________________________
(Teacher Signature)
Thank you,
Luilia E. Palermo,
Doctoral Candidate at NIU

_____________
(Date)

APPENDIX I
CHILD ASSENT FORM
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English Child Assent
Is it okay if I watch you playing with your mommy/daddy and teacher?

Spanish Child Assent
¿Estaría bien si te veo jugando con tu mamá/papá y maestra?

APPENDIX J
SCHOOL DISTRICT PARTICIPATION CONSENT FORM
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School District Permission Form Page #1
The purpose of this study is to learn as much as possible about Hispanic immigrant
parents’ educational beliefs and practices with their preschool children, as well as their
experiences while participating in a parent education and involvement program in school. The
study also seeks to learn about the preschool teacher’s perceptions regarding the Hispanic
parents’ educational beliefs and practices while participating in a parent education and
involvement program. By allowing me to complete observations of the different activities of the
parent education and involvement program, interactions between parent-child and parent-teacher
during these school activities, and interview parents and teachers you will help me better
understand how the parent education and involvement program supports Hispanic parents athome and at-school involvement practices. This information is of great value for the school
district under study, as teachers could use the findings to help improve their parent services.
Neither the school district’s name nor participants’ names will appear on the dissertation,
as they will be kept confidential. It is for this study that I, Luilia E. Palermo, doctoral candidate
at Northern Illinois University, ask permission to observe students, parents, and teachers during
the different activities offered to families under the parent education and involvement program;
as well, to interview the preschool teachers and several of the parents participating in the
preschool program.
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School District Permission Form Page #2
I appreciate your cooperation in this matter. A copy of the dissertation findings,
conclusions, and recommendations can be provided to anyone interested in this information from
the school district. For further information you can please contact my dissertation chair, Dr.
Cynthia Campbell, or myself.

______________________________________________

Signature of the superintendent if consent is approved by the school district for
Luilia E. Palermo to complete observations of preschoolers, parents, and teacher during
Parent Education and Involvement Program activities, as well as conduct interviews with
teachers and parents in the preschool program.

Thank you,
_____________________
Luilia E. Palermo
Doctoral student at NIU

APPENDIX K
INSTITUTIONAL REVIEW BOARD (IRB) APPROVAL FORM

191

